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ABSTRACT
Post-secondary outcomes for students with and without disabilities have been
documented in transition research for over three decades. However, despite efforts to
improve outcomes by the field of transition, former students with disabilities outcomes
have remain lower than their non-disabled peers. Historically, the data, which has been
collected mostly by means of survey research, has focused on what has happened to
students since they exited school. Despite valiant efforts to improve adult outcomes, what
has remained unclear, is why post-school outcomes have not improved in the areas of
employment, post-secondary education, independent living, personal/social relationships,
and community involvement.
Missing from the existing research has been the voices of the former students
themselves. In an attempt to better understand the lives and experiences of former
students, this study utilized a life-history methodology to "dig deeper" into the lives of
two school-leavers, one graduate and one GED recipient. How the participants
understood their world and how they felt about their academic and transition/vocational
programming while they were in school was of interest.
The participants provided a critical and thoughtful analysis of their lives in
context of their school experiences and since leaving school. Conversations with the
participants illuminated several issues in which schools and transition personnel should
address as the field of transition continues to move forward.
The findings suggest that students who come from working-class families and
receive special education services encounter many barriers in school including their

learning disability label and inadequate academic and vocational programming. These
barriers have ultimately contributed to the obstacles that both participants have faced in
their adulthood. Findings also suggested that many educators do not utilize effective
conceptual frameworks regarding the nature of teaching and learning.
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CHAPTER 1
INTRODUCTION
Perspectives in Outcome Study Inquiry and Research
of Former Students with Disabilities
The field of transition for youth with disabilities occupies a rather unique place
in the larger field of special education. Inherent to its features is its systematic
incorporation of the aspects of living, learning, and working into the knowledge that is
bestowed upon students. The final process of transition to adult life occurs when the
investments made on behalf of special education students across all educational
experiences reaches its denouement. It is the outcome of collective efforts from
education and transition stakeholders to broaden the student's economic, social, and
educational horizons. Put in more familiar terms, a student's transition to adult life
constitutes the moment of the "big reveal," thus delineating with great clarity the fruit of
our labors as special educators.
Because of its importance, there is a lot riding on the success of transition's
effectiveness. As a field, we have strived to create effective transition programming for
students, providing them with a foundation by which they can enter society after high
school and flourish. It is not surprising then that there has been a great deal of interest in
how students who exit special services are faring in adult life. The best evidence of the
field's achievements, as well as insight into areas that may require further exploration or
improvement, are found through research. One distinguished method for identifying the
effectiveness of the transition models, instructional practices, and assessments used by
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special educators has been the development and utilization of outcome studies, also
referred to as follow-up or follow-along studies. Unfortunately, many outcome studies
have yielded decidedly disappointing results, particularly in light of our highly committed
efforts.
Purpose of the Study
The purpose of this study was to broaden the research methodology used by the
field of transition, particularly in the area of outcome studies. In what follows, is an
analysis of existing outcome study research and a call to broaden the methodological
approaches used for conducting follow-up research. To this point, research has focused
mostly on what has happened to students after they exit school. What remained unclear
despite concerted efforts to improve adult outcomes was why outcomes in the preceding
areas have not improved.
One of the most important steps in research is the first step, identifying a research
problem. Successful educational researchers conduct investigations that ask critical
questions which need to be addressed in the literature (Creswell, 2002). It is clear, based
on adult outcome study research that there is a difference in the post-high school
outcomes of former students without disabilities and those who had identified disabilities
(Affleck, Edgar, Levine, & Kortering, 1990; Blackorby & Wagner, 1996; Chambers,
Rabren, & Dunn, 2009; Levine & Edgar, 1995; Malmgren, Edgar, & Neel, 1998;
Newman, Wagner, Cameto, & Knokey, 2009; Ramasamy, 1996; Ramasamy, Duffy, &
Camp, 2000; Rojewski, 1999; Shapiro & Lenz, 1991; Wagner 1995, and Wagner &
Blackorby, 1996).
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The purpose of this study was follow up with three of my former students, one
who graduated and one who received a GED, and one who dropped out using a lifehistory approach (Goodley, 1996; Tierney, 2000). The latter student, who dropped out of
school, also agreed to participate, but his life circumstances did not permit me to tell his
story. My research questions were: (a) how does the former student understand their
world? and (b) how does he/she feel about the knowledge and skills afforded to them in
their transition and academic programming? Both former students critically and
thoughtfully reflected on their life experiences and revealed their personal backgrounds,
thoughts regarding their high school programming, and adult life experiences since
exiting school. In concentrating our discussions primarily on the five adult adjustment
areas, these former students shed light on why discrepancies between those with and
without disabilities remain.
Outcome Studies to Date: More What than Why
In 1994 The Division of Career Development and Transition (DCDT) adopted a
position statement that included five primary roles that students engage in as they assume
adult roles in the community. The roles are centered on the areas of employment,
postsecondary education, independent living, community involvement, and
personal/social relationships (Halpern, 1994). These five main dimensions, with the
exception of personal/social relationships, which was added by DCDT, echoed similar
language used in the Individuals with Disabilities Education Act of 1990 (PL 101-476). It
was IDEA 1990, which first mandated that transition services be addressed on the
student's Individualized Education Program (IEP). This federal legislation was clearly
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the catalyst the field of transition needed to begin to impact change for secondary
students with disabilities as they entered adulthood.
The five primary transition to adult life roles identified by DCDT have provided
the foundation for the models, instruction, and assessments used in schools today. As
transition programming evolves to meet the needs of students, it becomes important to
assess the impact of those changes. Outcome studies have been one of the most readily
used assessments to monitor the effectiveness of transitions interventions.
Outcome Studies
In a seminal study, Halpern (1990) acknowledged the need to collect data on
former students from special education. Because we continually revamp our work to
maximize the levels of adult adjustment of former students, he argued that follow-up with
those students is important to informing our practice. At that time he found that there
were no guidelines for design and implementation of outcome studies, which he believed
to be crucial. In his article he cited several "desired features" for the structure of future
outcome studies (includes follow-along and follow-up studies). Since his article, nearly
40 outcome studies have been published.
Regrettably, the results from the outcome studies are discouraging considering the
amount of time and effort that have been expended to prepare youth for their postsecondary lives. Each outcome study that has been completed is unique in its own right.
Some included only students with disabilities, others compared disability groups, and yet
others included comparisons between students with and without disabilities. The
inclusion of peers without disabilities provides an important benchmark by which we can
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assess our work. If we are moving towards improving social inclusiveness, the
comparison of students with and without disabilities is important.
While nearly 40 outcome studies have been published since 1990, only 15
included a comparison of non-disabled peers. Levine and Nourse (1998) indicated in their
thorough review of special education follow-up studies that most outcome research to
date has typically included only former students with disabilities. They advocated that
the inclusion of a comparison group of non-disabled peers allows for a deeper
understanding of the data. Appendix D presents the postsecondary outcome results of
each study identified that included individuals with and without disabilities. Results are
listed regarding outcomes in the areas of employment, postsecondary education/training,
independent living, community involvement, and personal/social relationships. The
majority of the articles focused primarily on the areas of employment (100%), postsecondary education/training (93%), and independent living (60%). A minority of articles
discussed community involvement (13%) or personal/social relationships (27%). The
data from the studies spans nearly 25 years and includes populations ranging from local
programs to nationally representative samples. Lamentably, the results from those studies
confirm that gaps remain between students with and without disabilities with few
exceptions. When comparing the outcomes of students with and without disabilities it
becomes apparent that continued work to improve the outcomes of students who receive
special education services is vital.
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NLTS-2
The largest outcome study completed recently with student's having disabilities
was the National Longitudinal Transition Study-2 (NLTS). The study was comprised of a
nationally representative sample of 12,000 students aged 13-16 at its inception in 2001
with the oldest participant being 26 years old at the completion. Data was gathered in
waves over 10 years and was centered on high school coursework, extracurricular
activities, academic performance, postsecondary education and training, employment,
independent living, and community participation. Students, parents, and school
professionals were interviewed (National Longitudinal Transition Study-2, n.d.). The
NLTS-2 gathered and analyzed similarities and differences regarding high school
experiences in multiple categories including: disability diagnosis, high school
completion status as well as by gender, race/ethnicity, and socio-economic status.
Because the data from the NLTS-2 is the most recent and comprehensive outcome study,
some of their findings regarding post-secondary transition will be discussed in detail.
Newman et al, (2009) provided interesting insights into the lives of former
students. They reported that approximately 85% of individuals with disabilities were
actively engaged in employment, job-training, or postsecondary education up to 4 years
after leaving high school. While this may provide grounds for optimism, one must also
consider the fact that 54% of those individuals earned less than $5,000 per year. Also
disheartening is the persistent disparity in employment rates between former students
with disabilities (57%) and those without (66%). (Note: According to Newman et al.,
[2009], comparisons to same-aged non-disabled peers were made using tools that asked
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similar questions as the NLTS-2 including: The National Longitudinal Survey of Youth,
1997 [NLSY97], 2001 data collection, and The National Longitudinal Study of
Adolescent Health, [ADD Health], Wave 3, collected in 2001-02.)
Outcomes with respect to participation in postsecondary education indicated
another ongoing disparity between those with and without disabilities. The study showed
that approximately 45% of students with disabilities enrolled in post-secondary education
compared to 53% of non-disabled peers. We may cautiously celebrate success that nearly
half of our former students attended postsecondary education since leaving school. Still,
questions linger about why there is a sizable gap between populations. The statistics
indicate that our students are attending postsecondary education with less frequency, but
we do not know exactly what they are doing instead and why. Moreover, we have little
insight or understanding of the reasons the majority of former special education did not
pursue postsecondary education or training.
Interestingly, Newman et al. (2009) found students with and without disabilities
fared similarly in their independent living outcomes. They reported that nearly 25% of
all former students indicated that they had lived independently at some point since exiting
high school. Although it is tempting to interpret this as an indication that the outcomes in
this area are equitable, it is not time to celebrate just yet. Information is missing
regarding why 75% of school-leavers have never left home. Considering the daunting
financial constraints the majority of former students with disabilities have, it is plausible
to wonder if they are staying at home longer not because they want to, but because they
have to. Outcome studies in and of themselves do an outstanding job providing snapshots

8

into what has happened, but they do not provide the "big picture" that the field now needs
to move us forward.
Spending time with friends and social networking is a common practice among
youth with and without disabilities as is evidenced by 87% of students with disabilities
reporting that they were engaged in social activities at least once per week. Much is left
to the imagination with respect to how often the remaining 13% socialize and what
barriers to expanding their social horizons they encounter. Another startling finding
showed that youth with disabilities were more likely to have been involved with the
criminal justice system than those without disabilities (28% vs. 12%). This stunning
statistic should compel us to undertake research and seek answers to why students with
disabilities are so much more likely to be adjudicated.
There was also significant divergence in postsecondary outcomes across disability
groups. NLTS-2 (2007) Wave 4 data from the parent/youth survey showed that nearly
71% of all former students with disabilities had positive outcomes in employment when
they were out of school a year or more. While that statistic may appear to be promising,
the disparity between disability groups is concerning. The results indicated that 77.4% of
those with learning disabilities were employed, followed by speech impairments, 68.7%;
other health impairment, 68.6%>; emotional disturbance 66%; hearing impairment, 63.2%;
mental disabilities 46%; autism, 46.9%; traumatic brain injury, 46.1%; multiple
disabilities, 45.1%; visual impairments, 40.9%; orthopedic impairments, 38.6%, and
deaf/blindness, 31.8%. Nearly 38% of those surveyed had attended a postsecondary
school in the past 2 years.
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Those with milder disabilities were more likely to have attended college. Former
students with hearing impairments were most likely to have participated in postsecondary
education, 58.6% followed by the visually impaired, 57.7%; speech impairments, 49.1%;
orthopedic impairments, 45.1%; learning disabilities, 41.8%; other health impairment,
42.7%; traumatic brain injury, 35.5%; deaf/blindness, 33.7%; autism, 33.5%; emotional
disabled, 29.8%; multiple disabilities, 22.1% and mental disabilities, 15.1% (NLTS-2,
2007). The effect of disability status on post-school outcomes is just one of several
intersecting variables that occurs in outcome research, and it is unclear what to make of
it. While the majority of individuals with disabilities have encountered positive
outcomes, there is a great deal of ambiguity regarding the substantial gap between
disability groups. If the field of transition is interested in providing the best services to
ensure a positive transition to adult life, we need to know more about the conditions that
are preventing us from achieving better outcomes.
Differences were also identified among former students who received a high
school diploma or G.E.D (-80%) and those who dropped out (-20%). Students who
received a degree were more likely to have better post-school outcomes than those who
did not, particularly in the areas of postsecondary enrollment (51% vs. 17%). While no
significant differences emerged regarding employment status between the two groups,
those who received a degree utilized financial institutions and tools more readily.
Without hearing from the students themselves, it is impossible to make sense of their
experiences inside and outside of school. It is these experiences that ultimately determine
whether they receive a degree and this in turn influences their post-school outcomes.

10

Interestingly, differences were also found between socio-economic groups.
Former students who came from households that earned over $50,000 per year were more
likely to be employed, were attending postsecondary education, or receiving job training
than those individuals from families with lower incomes. It is not surprising that
regardless of disability category those students with families having higher incomes fare
better than those who come from poorer families. The former were also more likely to
have knowledge of financial institutions, communicated more frequently using
technology, and were more likely to have access to a vehicle to drive. Income inequality
is another of several intersecting variables that this study's methodological approach was
not suited to examine. While special educators cannot change family income, what we
can do is refine transition models, instruction, and assessments to better meet the needs of
the students so that all students have the financial literacy needed to negotiate adult life.
But, in order to close the gap, we first must know more about it. As transition planners,
we need to continue to take the larger social, cultural, and economic contents of families
into account and invest in approaches that could help low-income students across
disability levels better access community services and activities. It does not by necessity
follow that low income students are inevitably prevented from participating in cultural
experiences such as festivals, museums, libraries, hiking and biking trails, and civic and
other groups in their communities.
Differences among racial groups were also identified. Former students who are
white were more likely to be employed, have checking accounts and driver's licenses,
and were more likely to live independently compared to African-American and Hispanic
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students. Race is yet another complicated intersecting variable. While one's race looks to
play a part in the gap, it is unclear what sense is to be made of it without being conversant
with the students themselves.
Carspecken and Apple (1992) commented on the complicated intersecting
variables found in educational research and noted "During the last two decades, we have
become increasingly conscious of the way education functions in terms of class, gender,
and race (p. 508)." They went on further to state that education outcomes have been
monitored, paying particular attention to the relationships between schools, social
hierarchies, and the division of labor. It is clear based on the data that additional outcome
studies including students with and without disabilities continue to be needed.
In summary, the results from the NLTS-2 painted an austere picture of the postschool lives of individuals with disabilities over the past 10 years. No research has been
able to elucidate the complex and intersecting issues and conditions that affect our
students' lives. Nor is there anything in the absence of deeper understanding that
transition can do to address these issues and conditions. To continue to move our field
forward, it was time that we also delved more deeply into the lived experiences of
students, their families, and their communities. In placing new emphasis on the student
and family, we can dig deeper into their lives so we refrain from speculating and start
progressing.
Cautious Optimism
There have been some glimpses of success taken from longitudinal or multipleyear studies. These studies reported improvement in post-school outcomes for individuals
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with disabilities the further into adulthood they were (Affleck et al., 1990; Blackorby &
Wagner, 1996). In some cases, particularly in the area of employment, those with
disabilities had better outcomes. While the vast majority of findings are bleak, there are
certainly some points of light. Affleck et al. (1990) found that individuals with learning
disabilities were more likely to be employed than their non-disabled peers 30 months
after leaving school (68% vs. 67%) and Blackorby and Wagner (1996) found that three to
five years after leaving school, those with learning disabilities were slightly more likely
than their non-disabled peers to be employed (70.8% vs. 69%). While this is news worth
celebrating, we don't know why the gap narrowed, making it possible for students with
disabilities to fare better than their non-disabled counterparts. Could it be that service
jobs are more steady? Put bluntly, burgers always need to be flipped and toilets always
need to be cleaned. Such is not the case for more lucrative jobs likely to be pursued by
young adults without disabilities. We simply don't know whether this is or is not the
case. Carson, Sitlington, and Frank (1995) cautioned us in their follow-up of students
with behavioral disorders in Iowa that success on one aspect of adult adjustment does not
provide substantial cause for the former student to become a fully functioning member of
society in all adult adjustment areas.
As is apparent from the preceding review of transition research literature, the
vast majority of follow-up studies have employed quantitative measures. More
specifically, survey instruments have made significant contributions to the field by
capturing the wide-angle portrait of what is happening in the lives of our school-leavers.
These measures have been tremendously valuable in providing a broad-spectrum
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understanding of students' post secondary outcomes (See Appendix D). And dispiriting
though they may be, they have served to alert us to the fact that much remains to be done.
As I have so far alluded, what these measures cannot do is address questions
pertaining to why the outcomes fail to reflect the concerted efforts invested in transition
programming. Further, even when we experience successes, these studies have not
illuminated specific reasons for that success. The primary purpose of this chapter was to
propose that we broaden our methodological approaches to include studies that center on
providing answers to the why question.
Future of Outcome Studies: Adding the Why to the What
Educational inquiry begins with a question and depending on how it is framed,
a quantitative, qualitative or mixed method is applied. Much transition research to date,
particularly outcome research, has been devoted to quantitative methodology or
approaches. Surveys have been the most frequently used approach in outcome study
research and the results have comprehensive reporting what is happening to our former
students. However, when questions arise regarding why something has happened, a
qualitative approach is fitting. Uniquely, qualitative approaches offer a holistic, more
contextualized understanding of research problems.
Qualitative Inquiry in Transition
Qualitative inquiry takes place in natural environments with the goal of making
sense of the world around the research question. There are several methods (e.g. case
studies; focus groups; ethnographies/testimonies; and life history) that are utilized in this
form of research (Denzin & Lincoln, 2000). Each practice has implications for use in the
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field of transition because they all can be applied to compellingly examine issues within
the context of the classroom and real-life outside of school. This method holds
tremendous potential to illuminate how our transition practices make sense in the real
lives of our students, which in turn should inform our practice.
A small existing body of qualitative research in transition illustrates its
potential. Collett-Klingenberg (1998), for example, conducted a case study with special
education stakeholders in an effort to better understand transition planning, instruction,
and activities that occurred in one secondary school setting. She learned through
interviews and observations that students and families in this setting were passive in the
transition planning process. Additionally, she found that strong collaboration and
communication between professional transition stakeholders (inside and outside of
school) contributed to the successful implementation of specific transition activities. The
implication here is that while the professional transition stakeholders effectively worked
to develop better transition activities, parents' and students' involvement remained low.
If we are going to impact the successful transition of students to adult-life, their voices
and the voices of their family members need to be fostered. Perhaps once students and
families realize the power of their voices at the transition-planning table we will begin to
see increased post-school outcomes.
Using a case-study design, Lichtenstein (1993) noticed the especially dire postschool outcomes of students with learning disabilities who dropped out of school. He was
interested in the transition to adult life experiences that former students had while they
were both in and out of school over a period of two years. He found that all of the
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individuals were employed after they left school and felt a sense of accomplishment; a
feeling not familiar to them when they were students. A common theme among the
school exiters was that they felt that leaving school was one of the best decisions that
they had ever made. While society looks at dropping out of school as a negative act, they
saw it as an act of self-determination by making the conscious choice to gain control over
their lives. Additionally, attention was drawn to the IEP and transition planning. It was
evident from the data that were reviewed that the students were not active participants in
their IEP meeting or planning, if they even attended at all. The IEP is the cornerstone to
delivering special education services. Beginning no later than age 16 students should be
actively involved in their transition planning. This study provided another example that
student voice in the transition process is lacking.
Lehmann, Bassett, and Sands (1999) also used a case-study design and
interviewed and observed students, mothers, and teachers over a 9-month period
regarding their involvement in transition planning. They were interested in developing a
better understanding of the experiences, expectations, and hopes that each stakeholder
had in the transition process. In particular, they identified three major themes from their
interviews and observations: transition -related activities, student involvement, and
barriers. They found that both teachers and mothers provided activities and
conversations geared towards the student's transition to adult life, however the student
did not readily appear to apply the skills they had been taught. They also found that while
the IEP transition planning meetings were used to discuss the student's future, the
students rarely participated, if at all. Several barriers emerged, and these included the
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need to find effective ways of including students in the transition planning process as
well as improving communication between all stakeholders (professionals and family),
and understanding the role each stakeholder plays in the process. It is clear from the
results of this study that the voice of the student remains unheard too often. We need to
develop better methods of including students throughout the IEP process so that they
have opportunities to plan effectively for their future.
Lindstrom and Benz (2002) used case-study methodology to understand the
factors that influenced career decision-making for young women with learning
disabilities. They found that selecting a career is a process that occurs over time, in
phases, and that the young women were affected by a variety of influences (e.g. family,
vocational opportunities while in school, self-motivation). Those most likely to achieve
their career goals were highly motivated, had strong family supports, experienced career
exploration opportunities, received vocational training and had positive supports in place
in their workplace. Lindstrom, Benz, and Doren (2004) also used case studies to better
understand the relationship between career exploration and employment outcomes for
young women with disabilities. They found through their interviews that career
exploration and experiences were two major contributing reasons for positive
employment outcomes.
Trainor (2007) and Hogansen, Powers, Geenen, Gil-Kashiwabara, and Powers
(2008) also conducted studies regarding young women with disabilities. Trainor (2007)
was interested in the awareness and application of self-determination skills with female
adolescents. She found through her interviews that her participants identified themselves
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as being self-determined, yet their remarks revealed gaps in knowledge and practice of
those skills. She also found that students were not given proper opportunities to
participate in their transition planning. Hogansen et al. (2008), used focus group
methodology with female youths, their parents, and the professionals that work with them
regarding the factors that influence their transition goals and experiences. They found
that exposure to opportunities, skill building, and the establishment of strong working
relationships is essential for supporting the female youth to identify, work towards, and
reach their goals.
While not used often in transition research, ethnographies are another
qualitative approach that holds potential for further use. Goldberg, Higgins, Raskind,
and Herman (2003) reported the results of a longitudinal follow-along study utilizing an
investigative ethnography approach. They were interested in identifying predictors of
post-school success with individuals having learning disabilities over a 20-year period of
time who had attended The Frostig Center. They hoped such inquiry would provide richer
and deeper meaning to the success attributes that they identified previously (selfawareness, proactivity, perseverance, appropriate goal setting, effective use of social
support systems, and emotional stability/emotional coping strategies) and further insight
as to how the attributes contributed to the participant's life.
Regarding the area of self-awareness they found that both successful and
unsuccessful participants identified with their disability. However, the successful
participants were able to compartmentalize their disability and articulated that it was just
one part of them. They accepted their limitations, embraced their strengths, and were
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more likely to find careers in fields that accentuated their attributes. Those who were
considered successful were more likely to be proactive, meaning that they were actively
involved with their families and community. They believed that they had control over
their lives. Those who were considered to be unsuccessful were more likely to blame
others for their lack of success rather than accepting responsibility and finding amiable
solutions to their problems.
Both successful and unsuccessful participants felt that they persevered through
adversity. However, those who were successful developed strategies to help them achieve
their goals, were more flexible, and learned from the hard times they experienced more so
than those who were unsuccessful. Both groups reported that they participated in goal
setting. Several differences emerged between the two groups. Those who were
successful had set goals for themselves over the years, were flexible, and identified their
career ambitions early; those who were unsuccessful often set vague and unrealistic goals
for themselves.
In the area of presence and use of effective social support systems, both groups
of participants reported individuals who helped support and encourage them over the
years. Differences did emerge between the two groups. Those who were successful were
more independent, but surrounded themselves with individuals who helped keep them on
track. They were more likely to seek support and guidance from their network. Those
who were unsuccessful in many cases still depended heavily on their support network.
Both groups reported the emotional toll that their learning disability had on their lives.
Many reported that school was taxing on them in many cases resulted in psychological

19

difficulties. The successful participants utilized coping strategies and learned to identify
their stressors and deal with them in more adaptive ways than those who were
unsuccessful (Goldberg et al., 2003).
Lending the voice of the former students themselves to our inquiry provides
powerful commentary (See also Gil-Kashiwabara, Hogansen, Greenen, Powers, &
Powers, 2007 and Trainor, Carter, Swedeen, Cole, & Smith, in press). Unfortunately,
numbers and percentages alone mute the voice of the former student. While data from
sources such as surveys provide an abundant amount of information, it does not provide
in depth inquiry surrounding the experiences former students had while in and outside of
school. Qualitative inquiry provides the opportunity for former students to inform
interested stakeholders of their experiences so that effective change might transpire.
Mitra (2008) reported that providing opportunities for student voice is an effective
strategy for school improvement. When students are provided opportunities not only to
be heard but to impact change; it is powerful. Embracing student voice may be the
impetus needed to move our field forward and begin to close the chronicled gap between
former students with and without disabilities.
Embracing the Possibilities
Beyond the field of transition, others have used qualitative inquiry and its
approaches to inform education stakeholders. Works by Jean Anyon (1980), Ellen
Brantlinger (1993), and Paul Willis (1977) to name just a few have awakened the field of
education with their sagacity. Their work embodies the powerful nature that alternative
approaches can offer and the importance of looking at multiple facets that make up our
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students lives, and the impact of their influence. In particular, these individuals have
impassioned the field of education with their responsive look at education through the
experiences and in some cases the eyes and voices of the student.
Anyon (1980) found after observing five elementary schools located in different
social class communities that the same curriculum was delivered differently depending
on the school that the students attended. She found that the affluent schools challenged
the students to think critically. She reported that the elite school aspired for children to
strive for excellence, while the professional school advocated for students to express their
individualism. She found that the middle class schools taught possibility, while the
remaining two working class schools had a theme of resistance. She observed that the
working class schools imparted fragmented and factual information, which was much
different than the instruction that students at the more affluent schools received. Her
perspective made a solid case that, depending on the social class that one belongs to, the
classroom experiences and how knowledge is imparted differs greatly.
Anyon asserted that educators must strive for honest assessments of our own
social class prejudices and how these prejudices can influence our expectations of
competency. This in turn influences our teaching practices in very concrete ways. It is
important as special education teachers to pause and reflect on our own transition
practices and monitor them to ensure that we are best meeting the needs of the students
we serve no matter their social class. Reflective practice should only improve our
instruction and hopefully in turn improve the post-school status of our students.
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Brantlinger (1993) added the voice of students to her research by interviewing
students of different social class communities who attended the same high school. She
found that those who came from more affluent backgrounds found school to be a
privileged setting while students who were poor saw school as a stressful environment.
Her work captured the students' raw sentiments regarding their personal feelings about
their social class and its influence on their educational experiences. Her work clearly
supported the findings of Sennett and Cobb (1972) who reported low-income students'
painful awareness of social class inequity.
Brantlinger's work (1993) has practical implications for transition. Her work
illuminated the notion that the class status affects students' attitudes towards school and
in some cases the quality of education that they receive. She clearly demonstrated how
deeply students internalized teachers' beliefs about their worth and potential. Her study
also suggested that low-income students need to experience positive teacher regard. As
educators, we need to take these insights seriously. If we do this effectively we will have
the ammunition that is needed to initiate change. The experiences of the students
themselves inside and outside of school need to be explored so that best transition
practices can be improved. If we improve our transition practices to meet the needs of the
student, perhaps we will begin to see a shift and encounter better post-school outcomes
by the former student.
Perhaps the work of Willis (1977) is one of the most influential pieces of
qualitative inquiry that has applicability to the field of transition. He elucidated the
hidden injuries of class in his work with several working class youths in England.
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Through his conversations with the iads' he found that the youths learned early to resist
efforts to broaden their horizons beyond what they already knew. Through his interviews
he heard the youth consistently insist that they were destined to become laborers and
fought presumptions that it could be any different.
In Willis's study, we learned that as educators, we must address our students'
assumptions head-on. He asserted we must challenge our students' beliefs that their
social class backgrounds do not define who they are, nor should it impact the idea that
they can achieve social and vocational mobility. His work has direct implications for the
field of transition, particularly in the area of self-determination. We want our students to
set realistic goals for themselves, but we also need to help students discover their
aptitudes and interests in the process and foster them. Our duty as educators is not to
pigeon hole students into careers, but open doors for them through activities and
experiences.
Qualitative inquiry and the alternative approaches that encompass it including
life-history offer great promise for the field of transition. The existence of this form of
inquiry provides us the opportunity for a richer illumination of the lives of our students
and contributes new insights into the multiple facets of their lives that ultimately affect
their success in and out of school. It also affords the field of education the opportunity to
learn more about what is working and what isn't in our classrooms. The possibilities are
endless.
The work of Anyon (1980), Brantlinger (1993), and Willis (1977) provided indepth insights into some of the extraneous factors such as social class that impact the
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productivity, hopes, and dreams of our students. We learned from them that students
often work against their own best interests. The insights they provided suggest to
educators that we can and should counter those socialization forces and present them with
horizons and possibilities beyond.
Lives in Context: Methodologies for Broadening Transition Research
As Glesne (1999) eloquently stated, "qualitative inquirers look to the specific,
both to understand it in particular and to understand something of the world in general
(p. 153)." There are several specific qualitative approaches that may be appropriate for the
field of transition to utilize when digging deeper into why post-school outcomes are the
way they are for our former students with disabilities. These approaches include case
studies, focus group interviews, and critical ethnography which includes autobiography
(or testimonio) research and life-history to name a few. The availability of qualitative
inquiry approaches provides informative and thought-provoking insights into the lives of
the participants. In what follows, various methods are described that could be used in the
field of transition to inform our practices.
Case Studies
Case studies are undertaken when there is interest in a particular trait or
problem that may benefit from being explored more thoroughly. It may take one of
several forms according to Stake (2000) and are usually based on just a few research
questions. One type of case study is called intrinsic and is used when a researcher is
interested in something specific (e.g. a specific child or curriculum) and it is explored in
depth. Collective case studies explore a phenomenon or population in more depth. Study
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participants are selected based on the expectation that more understanding may be
brought to light regarding the topic of interest. In either case, the entire environment is
explored to gain a better understanding of what is important about the case in its own
world. Case study researchers look for patterns and their observations are then
triangulated and serve as the basis for interpretation. A key feature of case studies is not
to make generalizations to a larger population but rather to make meaning from the case.
Both case study types have relevance to the field of transition.
Focus Groups
Qualitative inquirers also use focus groups, or group interviews, as a method of
collecting interview data from groups of individuals. By opening the doors of
communication to individuals of a group, anxiety levels may often be reduced and
conversations are more fruitful (Madriz, 2000). Focus groups are used in a variety of
ways and may employ structured or unstructured interviewing techniques. A group
interview may be used to explore something that the researcher is interested in, or as a
method of previewing an assessment or questionnaire. They can also be used to acquire
feedback from a group that has similar or shared experiences or even used for
triangulation. This type of data collection may be used in isolation, or could be used in
conjunction with other interviewing techniques (Fontana & Frey, 2000).
Critical Ethnography
Critical ethnography, according to Tedlock (2000),
...involves an ongoing attempt to place specific encounters, events, and
understandings into a fuller, more meaningful context. It is not simply the
production of new information or research data, but rather the way in which such
information or data are transformed into a written or visual form. As a result, it
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combines research design, fieldwork and various forms of inquiry to produce
historically, politically, and personally situated accounts, descriptions,
interpretations, and representations of human lives, (p.455)
Critical ethnographies offer deeper probing into the culture that is being studied and
seeks to understand the personal values of those being interviewed and how those values
inform the context of their knowledge.
The researcher immerses himself or herself into the environment within which
the research question is framed. Often, he or she becomes a participant observer or
observer participant. In many cases the researcher becomes an accepted member of the
community who then reports the knowledge and understanding of the environment of
which they were a part. Critical ethnographies could provide a richer understanding of
the process of transition to adult life for students with disabilities. The qualitative inquirer
could gain access to students and/or their families and uncover the deeper context of the
events in a young person's life that helped shape who they are and what they might
become. While many transition researchers may believe that adjustments to assessments,
methodological approaches, curriculum, and activities may help special education
students achieve better post-school outcomes, it is possible to postulate that there are
other factors beside school interventions that could impact post-school outcomes. A
critical ethnography approach provides insight into how or why outcomes are the way that
they are for some students by taking a look at that child's entire environment and values.
Autoethnographies/Testimonios
Ethnography consists of several genres, including autoethnography or
testimonios and life-history research. A testimonio is the telling of a story from the first
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person point of view and are typically poignant accounts of a person's life experiences.
They are often written by individuals who are not professional writers, but have a story to
tell that others can learn from (Beverley, 2000). Because the voice of the students
themselves is so often left out of traditional transition research, a testimonio would
provide a fresh, first person perspective of the experiences that encompass the transition
to adult life for students with disabilities.
Life-History
Life-history research is another qualitative method that falls under the
ethnography umbrella and is similar to that of a biography. In this form of inquiry, an
individual or family is selected to serve as a "representative" of a population that is of
interest to the researcher (Tedlock, 2000). There are many definitions of life-history
research but three themes are consistent amongst definitions: they are biographical,
retrospective, and narrative (Tierney, 2000). This form of inquiry, much like a
testimonio could change the face of transition outcome research because the participant is
empowered to tell his or her own story, thus allowing others to better understand their life
experiences in the past, present, and future. This form of inquiry has particular promise
for those interested in the outcomes of former students who received special education
services. Individuals who left school whether they graduated, received a GED, or
dropped-out all have a story to tell. Survey research offers us excellent information about
what happened to these students, but does not provide adequate representation as to the
events that lead up to their post-school outcomes. Life history research provides an
opportunity to detail and chronicle the events in one's life.
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Conclusion
Alternative approaches to inquiry can unquestionably be applied to the field of
transition, particularly in the area of follow-up studies. As Carspecken and Apple (1992)
asserted, "Rather than seeing cultural phenomena as isolated entities, we must situate
them back into the social relations that give them meaning" (p.508). Research conducted
in the field of transition, particularly in the area of post-school outcomes, has provided
indispensable information. Missing from much transition research has been the voices of
the former students themselves who provide invaluable insight into their life experiences.
It is from and through these experiences that inquirers may make better sense of the
events that have impacted the individual and perhaps have led them to their post-school
outcomes.
Comparatively, qualitative inquiry has been published less frequently than
studies utilizing quantitative methods in the field of transition. After reviewing outcome
studies of students who received special education services published since 1990, it is
clear that undesirable gaps remain between the outcomes of students with and without
disabilities. It is time for the voice of the student to be heard. For years, transition
stakeholders have looked to outcome data from survey research and made gallant efforts
to improve outcomes by amending transition models, curriculums, activities, and
assessments. Despite these valiant efforts, it remains clear that more remains to be done.
Perhaps if we better understood the students themselves and their lives, we as special
educators might then be able to provide the transition services they need to improve their
post-school outcomes.
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The use of surveys to collect outcome study data has been the most readily used
and published form to report what former special education students are doing at one or
more points in time after exiting school. Survey data has provided much needed
quantitative information about what they are doing in the areas of employment,
postsecondary education, independent living, community involvement, and
personal/social relationships. Unfortunately, study after study historically have shown
that students who received special education services have poorer post-school outcomes
than students without disabilities in all areas. A substantial amount of groundwork has
been laid over the past three decades in the area of transition. Improvements and
modifications have been made in curriculum, assessments, and activities as well as
federal legislation in an effort to improve special education student post-school outcomes.
But one very important piece has continually been missing from the big transition to adult
life picture, particularly in the area of outcomes studies; it is the voice of the students
themselves.
Qualitative inquiry provides the invaluable opportunity to investigate the events
that shape our lives. The use of qualitative approaches such as case studies, focus group
interviews, critical ethnography, autobiography (or testimonio) research, and life-history
research are relatively untraveled paths in the field of transition. While outcomes have
remained lower than we would like over the years, qualitative inquiry is a method that
offers valuable opportunities. This method encourages former students to share their
experiences in new and different ways, so that the field of transition may continue to
better understand all the forces in play that may affect post-school outcomes. It is the
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powerful voice of the former student that might just hold the key to gaining the
momentum that transition needs to forage ahead. It is their voices that may be the ticket
to bridging the canyon that separates adult outcomes between former special education
students and their non-disabled peers.
Why I Chose this Topic
Self-reflection has been an important part of my life. It is a strategy that I have
used for years to reaffirm that things went well and has also provided me the opportunity
to step back and reevaluate how things may have gone differently in both my personal
and professional life if I had made alternate choices or decisions. It is within this process
of self-reflection that I found myself wondering for the last nine years how my former
students with mild disabilities processed their lives, their hopes, fears, and ambitions in
the past, present, and future. Having always had a professional interest in the post-school
outcomes of individuals with disabilities, I found myself interested in learning more
about the life-experiences that students had in and out of school that shaped who they
have become in their adult lives.
I remember standing in front of my students at the beginning of my career and
wondering how they experienced their past, their present, and particularly how they
envisioned their future. Having been an educator for over nine years I have encountered
many students who have told me during their high school careers, "I can't wait to get out
into the real world," only to have them come back after they exited school and say,
"Wow, the real world isn't quite what I thought it was cracked up to be. I have bills to
pay and balancing my social life, work, and school, isn't easy." Making it in the "real
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world" isn't easy for most people, but students who received special services while in
school are often faced with additional challenges including any of the following: finding
sustainable employment with benefits, attending college, living on their own, maintaining
positive relationships with family and friends, and becoming a contributing member of
their community. It is no secret that students who received special education services
while in school generally have poorer post-high school outcomes in all adult adjustment
areas than their peers without disabilities. This has been a recognized issue for over
thirty-years (Halpern, 1990). Strides have been made by stakeholders in education and
family members to close the gap between students with disabilities and those without for
over three decades. One of the most significant pushes to bring about change was the
creation of the Individuals with Disabilities Education Act. This piece of legislation,
most recently reauthorized in 2004 acknowledged that transition services and/or
instruction needs to be addressed in each student's Individualized Education Program
who is age 16 and older (IDEA, 2004). The need for instruction or services is based on
the results of multiple transition assessments that address the three critical areas of living,
learning, and working.
The primary focus of secondary education for students with and without
disabilities has been on academics and receiving instruction in the core areas of language
arts, science, social studies, and math. Most students who exit high school are proficient
in these areas and have the skills needed to generalize what they have learned in school to
help guide them in their transition to adult life. Yet, data has been collected over many
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years that indicates students who receive special services appear to have difficulty
generalizing transition related skills if left to be taught tacitly.
I love my job as a high school special education teacher and have been passionate
about the field of transition to adult life my entire career. Having crossed paths with
several hundred students, I often think about the academic and transition experiences my
students had while in high school. I have wanted to visit with them after they have left the
confines of compulsory education about the impact that their public education, family
and socio-economic status had on their post-school outcomes. Did they feel that school
provided them with a strong enough foundation by which to enter adult life smoothly and
successfully? Were they aware of their personal strengths and aptitudes by the time they
exited school? Were they satisfied with the level of support and services that they
received in school? These are just a few questions that have crossed my mind over the
years. After reviewing dozens of transition to adult life articles published in the
literature, one thing is abundantly clear; the voice of the school-leaver themselves has
been missing from nearly all outcome research. All people have a voice, but the voices
from the oppressed are rarely accessed or reported in candid ways. This study gave me
the opportunity to delve into the lives of two former students and provided an avenue for
their voices to be heard.
I am fortunate that I have been able to learn from each student that I have taught,
but I have remained especially curious about the post-school outcomes of several of my
former students who have either graduated, received a GED, or dropped out of school.
At the onset of this study, I was curious to know about the forces they felt contributed to
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their post-school outcomes and whether they had feelings of success, or perhaps in some
cases failure in their adult lives.
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CHAPTER 2
LITERATURE REVIEW
/ have learned, that if one advances confidently in the direction of his dreams, and
endeavors to live the life he has imagined, he will meet with a success unexpected
in common hours. - - Henry David Thoreau
Introduction
For more than three decades a great deal of time, energy, and focus has been
placed on the transition to adult life of former students with disabilities. The reason for
this focus rests primarily on the fact that data has shown students with disabilities
consistently have poorer post-school outcomes than their general education peers across
all outcome areas. The main outcome categories included in the investigations and
educational programming over the years has included employment, postsecondary
education, independent living, personal/social relationships, and community involvement
(Halpern 1990; 1994). These categories have provided the underpinnings that transition
stakeholders have utilized in their unswerving efforts to improve services and
accountability for more than thirty years. Regrettably, despite interventions, changes in
programming and services the post-school outcomes of students with disabilities continue
to be disparate from their peers without disabilities. These efforts have included years of
research from university personnel, transition/work experience consultants, teachers, and
many other transition stakeholders. Our goal as secondary special education stakeholders
has always been to provide a solid foundation in education and programming so that upon
students' transition from high school they have the skills necessary to become
contributing members of society.
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Overview of Transition Services
Transition in its current state encompasses the three broad areas of living,
learning, and working and received most of its impetus and importance in recent years
from federal legislation. It is common knowledge to those familiar with special education
law that students with special needs were first given rights to a free and appropriate
public education over 30 years ago from The Education of All Handicapped Children Act
of 1975 (EHA), PL 94-142. Since that time, several additional pieces of legislation have
been passed which aim to improve the educational services that students with disabilities
receive.
In 1990, new legislation was enacted regarding the rights of students with
disabilities and was identified as the Individuals with Disabilities Education Act (IDEA).
It wasn't until this time that transition services were addressed specifically in the law. It
was reauthorized in 1997, and most recently in 2004 as the Individuals with Disabilities
Education Improvement Act. The most recent language pertaining to secondary
transition services states:
Transition services.—The term "transition services' means a coordinated set of
activities for a child with a disability that—
(A) is designed to be within a results-oriented process, that is focused on
improving the academic and functional achievement of the child with a disability
to facilitate the child's movement from school to post- school activities, including
postsecondary education, vocational education, integrated employment (including
supported employment), continuing and adult education, adult services,
independent living, or community participation;
(B) is based on the individual child's needs, taking into account the child's
strengths, preferences, and interests; and
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(C) includes instruction, related services, community experiences, the
development of employment and other post-school adult living objectives, and,
when appropriate, acquisition of daily living skills and functional vocational
evaluation. (Sec. 602).
The law requires that parents, students, school personnel, and community service
agencies work together on in-school and post-school programming and services
beginning no later than the year the student turns 16 years of age (IDEA, 2004). As
indicated previously, the state of Iowa is one of several states that have elected to address
transition programming beginning the year that the student turns 14 years of age.
The reauthorization of the Individuals with Disabilities Education Act (2004)
provided additional impetus for school systems to monitor the transition process and
requires each state to create a six-year State Performance Plan for reporting data on
approximately 20 indicators (U.S. Department of Education, n.d.). Two indicators
directly impact transition-aged students. Indicator 13 is monitored while a student is still
in school and provides information to education stakeholders and the public regarding the
quality of transition planning on several key areas in the IEP. Indicator 13 is defined as
the:
Percent of youth with IEPs aged 16 and above with an IEP that includes
appropriate measurable postsecondary goals that are annually updated and based
upon an age appropriate transition assessment, transition services, including
courses of study that will reasonably enable the student to meet those
postsecondary goals, and annual IEP goals related to the student's transition
services needs. (20 U.S.C. 1416(a)(3)(B))
This indicator suggests to education stakeholders the importance of transition
planning by holding them accountable for the creation of effective transition IEPs while
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students are still in school. This is in anticipation that a solid IEP transition plan will lead
to better post-school outcomes. It is evident from outcome studies conducted with former
students with disabilities that their post-high school outcomes are much lower than their
non-disabled peers (See Appendix D). The impetus set by the Federal government sets
the tone for teachers that the transition planning process is a vital part of a child's
education.
The National Secondary Transition Technical Assistance Center (NSTTAC) was
developed in response to Indicator 13. The center has been a resource for states as they
work on their transition indicator goals. Inevitably, the center is driven by the goal to
provide technical assistance to states, so that quality transition services are provided to
students with disabilities. The ultimate goal of this center is that states will provide better
transition programming and planning services, which will lead to better post-school
outcomes. (National Secondary Transition Technical Assistance Center, 2009).
Indicator 14 is the second indicator established by the Federal government, which
mandates that post-school outcomes of former students with and without disabilities are
collected and reported one year after leaving school. Indicator 14 is defined as the:
Percent of youth who are no longer in secondary school, had Individualized
Education Plans (IEPs) in effect at the time they left school, and were:
A. Enrolled in higher education within one year of leaving high school.
B. Enrolled in higher education or competitively employed within one year of
leaving high school.
C. Enrolled in higher education or in some other post-secondary education or
training program; or competitively employed or in some other employment
within one year of leaving high school. (20 U.S.C. 1416(a)(3)(B))
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Another legal mandate that directly impacts transition planning and programming
is the No Child Left Behind Act (NCLB) of 2001. This epic piece of legislation affects
all school children with and without disabilities and necessitates that each student
receives an "appropriate education" that meets his or her learning needs. NCLB contains
provisions and terms that are obviously broader than the purpose of this study. However,
it contains significant implications for the delivery of special education services
particularly at the secondary level. Some of the most significant verbiage entailed in the
law requires that special education students participate more fully in general education
classes (Neubert, 2006). Johnson, Stodden, Emanuel, Luecking and Mack (2002) noted a
major challenge for better post-school outcomes of students with disabilities was the
necessity to ensure that students with disabilities have access to general education
coursework and extracurricular activities. This movement of re-integration was a change
from previous models where students with special needs (mild to severe) had been
educated in more segregated classes. NCLB law caused the pendulum to swing to the
other side and students are now attending more classes with their general education peers,
when appropriate. This change definitely has implications for students, their academic
success, and transition planning and programming.
As previously discussed, NCLB requires accountability for results and includes
the provision of standards-based education (SBE) for all students (Bassett & KocharBryant, 2006; Neubert, 2006). With the focus of this study addressing the transition to
adult life, Bassett and Kochar-Bryant (2006) suggested several benefits to aligning SBE
and transition:
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1.

Transition research has demonstrated that students in successful transition
and school-to-work programs are highly integrated with their non-disabled
peers in both school and community activities.

2.

Transition personnel are now more likely to be teachers, counselors, or
coordinators who serve students with and without disabilities.

3.

The IDEA and NCLB transition requirements emphasize transition
practices that maximize students' integration with non-disabled peers.

As special educators we are mandated to follow both IDEA 2004 and NCLB,
which demand accountability from those involved in the transition process.
Conversations with former students who received special services provided an invaluable
opportunity to investigate how they felt about their personal transition process and
awareness of their integration, or lack of integration with general education peers.
It has taken over 20 years for transition to evolve to its current state. In its earliest
form, transition emerged from general education initiatives beginning with career
education. It was not until 1984, when Madeline Will, director of the Office of Special
Education and Rehabilitative Services extended the career education movement to the
special education realm. Eventually, the scope was broadened and transition was created
to extend to other areas including employment, independent living, postsecondary
education, and personal/social relationships (Halpern, 1994). While still important, these
areas have been narrowed down and broadened to some extent over the years and
currently primarily include the areas of living, learning, and working (Sitlington & Clark,
2006). These three areas are currently integrated into Indicator 13 and must be addressed
thoroughly in every student's IEP.
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It is important to note that transition is a life-long process and does not end when
a student exits high school. However, it is essential that each child who receives special
services is prepared to the fullest extent possible to begin their adult life when they exit
school. Therefore it is crucial that when a child exits special education that transition
stakeholders including parents, students, educators, and community agencies have
committed their resources to best meet the needs of the student before they exit school, so
that the transition to adult life is as seamless as possible (Sitlington & Clark 2006).
One widely accepted method of monitoring and reflecting on the transition
services provided to students while they were in school has been the use of outcome
studies. Outcome studies have typically been conducted using quantitative methods
through surveys because of their ease of implementation and are less expensive. As
previously discussed, Indicator 14 requires secondary schools to follow-up with former
students regarding their post-school outcomes. Following up with graduates with and
without disabilities has recently taken a front seat because of legislative mandates. It is
anticipated that the results will lead to improvements in the transition for students in a
continued effort to reduce the post-school outcome gap between students with and
without disabilities.
Post-School Outcome Study Research
Transition to adult life research has contributed heavily to the field of special
education, particularly in the area of post-school outcomes of students with disabilities.
The most popular methodology to assess the effectiveness of transition to adult life
efforts has been the use of follow-up studies. Follow-up studies have enabled
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stakeholders in the transition to adult life arena to evaluate the impact of secondary
programming, typically executed through the use of survey research.
Surveys are a frequently used option for collecting information in a short amount
of time and can be administered to a large population relatively easily (Salant & Dillman,
1994). Surveys are only one way of collecting data from a population. Qualitative
approaches, while not used often in transition research could also be implemented. This
approach provides opportunities for the researcher to examine the data and better
understand the forces at play in the life of the former student. Both approaches can be
used to inform our practice and shed light on the status of our former students. I
conducted life-history research with two former students and learned more about their
lives, which shed light onto the forces within the school system's influence and those that
are not, regarding transition services and the postsecondary outcomes of students.
Follow-up studies are important whether they are conducted through quantitative
methodologies such as survey research or through qualitative methodologies. As is
evident from the review of literature that follows, gaps remain in the outcomes between
students with and without disabilities. The review of literature that ensues is comprised
of data retrieved from over forty outcome studies that included students with disabilities.
In order to better understand where we, as a field, are going from here, we too need to
know where we have been and where we currently are in transition education and
outcome study research.
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Survey as a Method for Collecting Transition Outcome Data
The purpose of transition programs and planning for students with disabilities is
to provide them with a foundation by which they can enter society after high school as
young adults who are capable of reaching their potential. It is not surprising then that
there has been a great deal of interest in how students who exit special services are faring
in adult life. One distinguished method for identifying the effectiveness of the transition
models, instructional practices, and assessments used by special educators has been the
development and utilization of outcome studies, also referred to as follow-up or followalong studies.
According to Sitlington and Frank (1998), follow-up studies are beneficial to
many transition stakeholders including, teachers, transition specialists, work experience
coordinators, and state level administrators to name just a few. There are multiple
reasons for conducting a follow-up study. Some of those reasons include: (a) identifying
the effectiveness of a transition program or curriculum, (b) identifying the effectiveness
of transition planning, or (c) identifying the needs of a transition program, needs of
students, or to identify a need for additional transition planning. Nearly 70 outcome
studies have been conducted since the passage of P.L 94-142 in an effort to gauge the
effectiveness of transition models, instructional practices, and assessments utilized by
special educators. Unfortunately, many outcome studies have yielded decidedly
disappointing results, particularly in light of our highly committed efforts.
The most readily used form of data collection for outcome studies over the years
has been the use of surveys. In particular, surveys are used as a scientific approach to
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interviewing a representative sample of a population rather than interviewing an entire
population (Salant & Dillman, 1994). They offer a straightforward method of asking
questions of a set number of individuals and getting specific data that can be analyzed
and from which generalizations can be drawn. Once questions are developed, the survey
is designed (e.g. phone survey, face-to-face, mail survey, and use of school and/or adult
records) and the participants are selected, then the actual survey process can begin. After
the data has been collected, researchers determine how the information will be used
(Salant & Dillman, 1994; Sitlington & Frank, 1998). Survey research provides the
opportunity to collect data on a population of any size. The results are analyzed and
interpreted and implications are drawn and the "big picture" is presented. Survey research
has been a popular choice for data collection regarding post-school outcomes of students
with disabilities. Follow-along or follow-up studies have been recognized and used
frequently to collect data because of their straightforward approach to getting answers.
Outcome Studies
Outcome studies have been utilized in education for several decades. But perhaps
Halpern's (1990) paper is the most recognized outcome study report completed in the
field of transition. In his seminal study, he analyzed 27 follow-along and follow-up
studies published since the passage of PL 94-142 in 1975. His article cited several
attributes that he deemed important for the structure of future follow-up studies. These
features included: (a) the need for a general model that facilitates and guides the
development of an outcome study; (b) the necessity to distinguish between follow- along
(longitudinal, collection of data taken at different points in time) and follow-up (cross-
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sectional, data is collected at one point in time); (c) discussion of sampling strategy; (d)
description of data collection methods; (e) clear definitions of variables so they can be
interpreted and measured; and (f) the inclusion of variables that cover more breadth.
Since Halpern's (1990) article on the key attributes of outcome studies, nearly 40
outcome articles have been published in refereed journals from which general and
specific outcome data will be discussed. It was of interest to review the outcome study
literature published since 1990, paying particular attention the aspects of outcome studies
that Halpern felt were important. The purpose of doing this was not only to document
adult outcomes since the time his article was published, but also to document whether
researchers were heeding Halpern's outcome study advice.
Process for Selecting Articles for the Literature Review
Articles selected for this study were analyzed and synthesized from existing
outcome studies published in refereed journals after Halpern's article was published in
1990. An ERIC database search was conducted on outcome studies that included students
with mild disabilities from 1990-2009. Descriptors used to locate studies were: follow-up
studies, follow-up studies and (learning disabilities, behavior disorders, mild mental
disabilities, mild disabilities, post-school outcomes, and transition outcomes), outcome
studies and (learning disabilities, behavioral disorders, and mild disabilities). The
references section from identified articles on outcome studies were also used to locate
additional articles. An author search was conducted using ERIC on authors who appeared
in the literature and were known to conduct outcome studies on individuals with
disabilities. Additionally, outcome data on the post-high school experiences of students
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with disabilities from the National Longitudinal Transition Study-2 (NLTS-2) was taken
from a document on its website. This information was included because of its timeliness
and relevance to the focus of this study.
Finally, a hand search of the following journals was conducted. These journals
included: Behavioral Disorders, Career Development for Exceptional Individuals,
Exceptional Children, Exceptionality, Journal of Learning Disabilities, Journal of
Special Education, Journal of Vocational Special Needs Education, and Learning
Disabilities Quarterly.
Articles included in this review met the following criteria: (a) were published in a
refereed journal after 1990, (b) the majority of students included had mild disabilities
(learning disabilities; behavior disorders; mild mental disabilities; attention deficit
disorder; or speech/language disorders), and (c) primary focus of the article was postschool outcomes (could include graduates or dropouts).
Factors Examined
In addition to Halpern (1990), two additional outcome study articles were
reviewed to develop specific factors to be addressed in this review (Levine & Nourse,
1998; Wood & Cronin, 1999). This process led to the development of 32 factors. Five
matrices were created to record the factors addressed in each outcome study analyzed.
This was done to get a clear understanding of the methodology of the studies and the
outcomes of each as they related to the guidelines and suggestions provided by Halpern
(1990), Levine & Nourse (1998) and Wood and Cronin (1999).
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Outcome Study Research Design (See Appendix A)
The research design is an integral component to any study, therefore, it was
determined that to better understand outcome study research, analyzing the design of
existing research was important. Again, after reviewing the work of Halpern (1990),
Levine and Nourse (1998), and Wood and Cronin (1999) several categories were created
to help review and analyze the articles selected for this study. The categories led to the
creation of five matrices: Appendix A describes the outcome study design; Appendix B
provides detailed information on the sample population; Appendix C identifies the
outcome variable examined in each study; Appendix D reports the specific outcomes
based on employment, postsecondary education, independent living, community
involvement, and personal/social relationships across several categories; and Appendix E
reports the findings regarding the in-school and post-school transition services students
received and/or had access to. A description of the variables included in each of the
categories will be discussed.
Comparison group without disabilities. This category indicates whether a
comparison group of former students without disabilities was included, or if the entire
sample received special education services. Levine and Nourse (1998) found in their
analysis of several follow-up studies that few published studies used a comparison group
of non-disabled peers. They argued that we could better understand and interpret the data
from outcome studies if a group of non-disabled peers were also included.
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Location of the study. This section lists where the study was located (e.g. state,
geographical region, nationwide) and was included to see if any generalizations could be
drawn regarding where outcome studies were being produced from.
Population. This category notes what population the participants were selected
from. They may have been selected from a district-wide, state-wide, or nation-wide
samples in most instances. It was of interest to see the distribution of populations across
studies.
Length of study. This section identifies the length of time data was collected and
was included to analyze the forces that may have influenced it. Knowledge of when a
study was conducted helps provide a framework for the legal mandates and other
transition best practices that were occurring during that time. Additionally, this category
also includes the frequency (if indicated) that data collection occurred. In many
instances, data was collected more than once. When data is collected over a period of
time (follow-along), it provides insight into the changes the former student has
experienced across time.
Follow-up or follow-along. Halpern (1990) deciphered the difference between a
follow-up study where data is collected at one point in time and follow- along when data
is collected longitudinally. He suggested that while most outcome studies are follow-up,
he believed that follow-along studies were more powerful. He felt that follow-up studies
had several disadvantages including the fact that school records are viewed
retrospectively. He also warned in these types of studies, no baseline information is
available regarding community adjustment while the student was still in school, therefore
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generalizations about the impact transition planning made on how a student adjusted after
leaving school is impossible. Because of the differences between follow-along and
follow-up studies, he believed it was necessary to discriminate between the two when
reporting outcome data.
Sampling strategy. This section indicates how the population was selected for the
study (e.g. random sample, all special education students in the district, e t c . ) . Halpern
(1990) reported that follow-up studies are typically either descriptive or explanatory. He
argued that depending on the purpose of the study that different sampling strategies
should be applied. Outcome studies that are descriptive should include a representative
population that the results will be generalized to. If the study is explanatory, he suggested
that the sample be large enough to get quality data on the variables of interest.
Response rate. Levine and Nourse (1998) found that many outcome studies
neglected to indicate response rates in their findings. To be able to better understand and
draw implications from outcome studies, knowledge of how many potential respondents
did not participate is important. Additionally, there is value in also knowing response
rates by category (e.g. disability, graduate, dropout). According to Salant and Dillman
(1994) reporting a response rates of less than 60%-70% of the population being sampled
should be concerning.
Data collection method. How data was collected was also of interest. There is a
plethora of ways to collect outcome data that includes: face-to-face interviews, phone
surveys, mail surveys, school and/or adult records. Therefore, it was of interest to see the
most common forms of data collection.
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Informants. The informant is the individual who provides answers to the outcome
questions. Individuals who were asked to participate in a given outcome study may have
included any combination of: the student, parent, education stakeholders, and/or other
family members. Levine and Nourse (1998) suggested that outcome studies that include
multiple respondents should consider including the agreement rate between them. Other
considerations when selecting who the data will be collected from include the potential
for obtaining the "socially acceptable" answer to questions from the former student and
the number of years it has been since a student left school and home.
Other. Another category was created to place information that was of interest that
did not fit anywhere else.
Detailed information on the sample (See Appendix B)
Appendix B then provides additional detailed information on the samples
identified in the outcome studies located and includes five categories:
Type of disability. This review focused only on students with mild disabilities
which included: learning disabilities, behavioral disabilities, mild mental disabilities,
attention deficit disorders, hearing impairments or deafness, visual impairments,
speech/language disorders, or other mild handicaps. Several of the studies included in
this review also included students with low-incidence disabilities, however the article was
included because the majority of the participants were identified as having mild
disabilities.
Sample characteristics. In their review of follow-up studies published that
included students with emotional/behavioral disorders, Wood and Cronin (1999)
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provided details regarding the participants and/or the sample in general. Inclusion of this
category in this review provides the reader with information regarding the composition of
the respondents and sample.
Gender. Gender was selected as a variable of interest to analyze the composition
of the sample and respondents as well as to see how many articles included information
on gender distribution.
Ethnicity. Ethnicity was integrated to identify the number of articles that included
this category as well as to discern the composition of the sample.
Graduate vs. dropout. While reviewing the literature, it was noted that several
studies disaggregated their outcome data by graduate and dropouts. Because this variable
was included frequently, it was of interest to document the differences between the two
groups.
Outcome Variables Examined (See Appendix C)
A third table was created to address the outcome variables each article
investigated included. The primary variables were taken from Halpern's (1990) article
regarding the attributes of quality of life after high school and included employment,
postsecondary education, independent living, and personal/social relationships.
Community involvement was also added. Two other categories were added based on
suggestions from Sitlington and Frank (1998). They suggested collecting data on how
high school prepared students for transition as well as identifying the transition services
available and utilized after leaving school. Each variable is defined below.
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Primary Outcome Variables
Halpern established post-school outcome role categories for students with
disabilities in both his 1990 article and the transition position statement supported by
DCDT (Halpern, 1994). This study used the following categories that Halpern identified
as adult roles students with disabilities should be prepared for as they transition from a
student to that of an adult in their community. They include: (a) employment,
(b) postsecondary education, (c) independent living, (d) community involvement, and (e)
personal/social relationships. An X was marked in Appendix C if the article addressed
any of the following:
Employment. Employment outcomes included, but were not limited to: job status
(full-time/ part-time), salary, benefits, type of job, how job was located, and/or job
satisfaction.
Postsecondary education. Postsecondary education was marked if it mentioned
attendance at a postsecondary institution and/or the type of institution setting one
attended (college/university, community college, vocational/technical/ apprenticeship).
Independent living. (Halpern, 1990, called this Maintaining a Home): This
variable was marked if general outcomes regarding independent living were included
(e.g. where the student currently resides, where they would like to live, or current living
situation).
Community involvement. (Added from Halpern, 1990, who had this variable
included with personal/social relationships). This factor was marked if there was any
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mention of involvement in recreational/leisure activities or participation in community
activities.
Personal/social relationships. This variable is defined as any mention of personal
relationships with family and friends or their general quality of life.
Primary high school preparation. Inclusion of this factor meant that the article
made reference to coursework or experiences that students had in regards to transition to
adult life while in high school.
Post-high school transition services. This variable was included if the outcome
study made reference to collecting data on students' use of any post-high school
transition services (e.g. Vocational Rehabilitation, Workforce Development Center, or
other job placement agency) utilized after exiting school.
Other. This category was included in the event that an outcome study may have
collected data on a variable that was not already located on the table.
Specific Outcomes (See Appendix D)
The fourth table (Appendix D) included in this review reports data on the five
adult adjustment areas identified in Appendix C (employment, postsecondary education,
independent living, community involvement, and personal/social relationships) and
reports results across the following categories: general outcomes, disability differences,
ethnic differences, graduate vs. dropout, and other.
In-school and Post-School Transition Services (See Appendix E)
The final table (Appendix E) describes the types of in-school transition services
students may have received while still in school and upon exit. The table also includes a
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category for post-high school transition services. It was of interest to learn the types of
transition programming and community services that were accessed while students were
still in school. Identification of post-school transition services was also of interest to note
the types of services that were being used after a student left. An other category was
included to report miscellaneous information on findings.
Results
A total of 40 articles were located that met the requirements for the search. The
results are divided into two parts. The first set of results includes a breakdown analysis of
the 40 articles that referenced several of the primary recommendations for outcome
studies proposed by Halpern (1990). The desired features addressed in the results section
include: (a) the necessity to distinguish between follow-along (longitudinal, collection of
data taken at different points in time) and follow-up (cross-sectional, data is collected at
one point in time); (b) description of data collection methods; (c) clear definitions of
variables so they can be interpreted and measured; and (d) the inclusion of variables that
cover more breadth.

His first suggested attribute was the need for a general model. He

suggested that a general model would include "identification of the important domains of
information to be included in the model, and expectations concerning the ways in which
different components of the model interact with and influence each other" (p. 14). This
feature was not included in this study because the definition, as written by Halpern, was
found to be ambiguous in this author's opinion and he further reiterated that he had not
been able to identify any outcomes study prior to 1990 himself that met his criteria.
Therefore, a study was not available to be referenced to gain clarity. Many of the
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categories included in the five tables speak for themselves, while the outcome data on
several others is worth further discussion. His third desired feature was that sampling
strategies must provide specific parameters, particularly for descriptive studies that would
allow for the generalization of findings. This feature was omitted from the results portion
of this study because it was not as relevant to the current study as the other features.
Information regarding the sampling strategies is located in Appendix A.
The results from several of the tables and categories are explained in more detail
to help better understand the status of former students with disabilities.
Analysis of Halpern's Desired Features in Outcome studies
Halpern's (1990) protocols for analyzing desired features of outcome studies
were not precisely followed. However, what follows is a brief summary of results from
outcome studies published since 1990 that approached selected desired features
recommended by Halpern (1990).
Follow-up vs. follow-along (desired Feature #2). Halpern (1990) suggested that
authors of follow-up studies identify their outcome study research method as either a
follow-up or follow-along. Of the articles located for this review, 19 (48%) were followup studies while 21 (52%) utilized a follow-along approach. Halpern reiterated the
principal advantage of a follow-along study to a follow-up study is that the latter is
retrospective, and allows the researcher to better understand and distinguish changes over
time. Most importantly perhaps, he believed that exceptional follow-along studies
reported and compared findings each time data was collected rather than combining all
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the findings across data collection points. Of the follow-along studies only 10 (48%)
reported information each point in time that the data was collected.
Data collecting methods (desired feature #4). Halpern (1990) recommended that
the format chosen for collecting outcome data should coincide with the kind of
information being collected and by how much money researchers had to complete the
project. He believed that personal interviews provided more detailed information
compared to telephone interviews, but cited their expense as a mitigating factor. Of the
40 outcome studies, 33 (83%) used multiple data collection methods which included one
or more of the following: interviews (included face to face, telephone, school records,
family members/friends, school personnel, or not specified). The remaining seven
studies only used a single method of data collection. The most frequently reported
survey method was the use of school records with 68% of the articles reporting they
accessed them, followed by telephone (65%), face to face interviews (40%), interviews not specified (23%), school personnel (10%), family members/friends (8%) and lastly
adult records (5%).
Defining and measuring variables (desired feature #5). Halpern expressed
concern over the ambiguity of variable definitions and the measurement techniques used
in outcome studies published prior to 1990. He felt that it was important that the field
develop a common set of community adjustment variables that would be applied to all
follow-along or follow-up studies. Without this common set of variables, he felt that the
interpretation of data across studies would be meaningless. He realized that the
development of such a set of common indices would not be easily accomplished, and
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recommended then that researchers carefully define outcome indices. Twenty years after
his publication, no common set of variables or measurement techniques has been
established. He provided an example of five outcome studies that reported earnings for
employed individuals. What he found was that none of the studies collected the same
information (E.g. perhaps one study provided information on hourly income, another may
have provided information on how much money the person earned per paycheck, but had
no indication of hours worked). Unfortunately, today we continue to be plagued by the
same problem. While nearly all outcome studies located for the purpose of this study
collected information on employment (95%), each study collected information
differently, or asked different questions of the former student. While we can make
general conclusions regarding employment outcomes, we cannot make specific
interpretations on the data because there are so many differences in the questions asked of
the former student. Some collected only information on salary earned, others focused on
the percentage of individuals employed full and/or part-time, others collected information
on benefits earned, or collected information on salary and hours. There are simply too
many variations regarding the types of information collected by outcome study
researchers to list here.
Definition of and dimension of outcome variables (desired features #6 and #7).
Halpern (1990) recommended that when possible, outcome studies should represent
multiple areas of adult adjustment including: employment, postsecondary education,
independent living, personal/social skills, and community involvement. Of the 40 articles
identified 10 (25%) collected data on all five adult adjustment variables. Only 6 (15%) of
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the articles included only one variable. In what follows is a breakdown of outcome
variables cited in the literature: 38 (95%) articles collected follow-up data on
employment, postsecondary education was included in 29 (73%), independent living was
mentioned in 21 (53%), personal/social relationships was reported in 19 (48%) and 14
(35%) included community involvement. It is obvious since this seminal article was
published, that the field of transition outcome research has heeded Halpern's advice.
Specific Outcomes
Appendix D provides information on six targeted categories regarding specific
outcome information on disability, gender, ethnicity, and dropouts vs. graduates. Selected
data extrapolated from the identified articles in the preceding categories will be
discussed. Categories that included general outcome information and the "other" category
can be found on the table, but will not be specifically addressed in this section.
Disability differences. Of the articles located, 23 (58%) disaggregated results by
disability identification and only 14 (38%) of the articles included adult outcome
comparison data of students with and without disabilities. Levine and Nourse (1998)
encouraged those who administer follow-up studies to include a population of students
without disabilities. As a field we can better measure and understand the differences
between students with and without disabilities if they participate in the same study. It is
evident that only the minority of outcome studies completed to date included individuals
without disabilities.
General conclusions regarding disability differences indicated that students
without disabilities continue to fare better than their non-disabled peers in all adult
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adjustment categories. These reports continue to be a major area of concern for those
interested in improving postsecondary outcomes for individuals with disabilities. As
many strides have been made over the years, we would hope to see the gap shrink
between the two groups. Another general observation made was among disability
groups; those with mild disabilities were more likely to have more positive outcomes
than those with multiple and severe disabilities. Specific data collected from the outcome
studies analyzed can be located in Appendix D.
Gender differences. Nearly half (45%) of the articles discussed gender
differences in at least one of the postsecondary categories of employment, postsecondary
education, independent living, community involvement, or personal/social relationships.
The most frequently documented category was employment (86%). Each study reported
that males were more likely to be employed post-high school than females. The smallest
difference between employment rates was 11% and was reported by Sitlington, Frank,
and Carson (1992). The largest difference between gender employment rates was found
by Scuccimarra and Speece (1990) who reported a 38% gap between males and females.
Two studies reported results for independent living and both indicated that females were
more likely than males to be living independently after leaving school.
Ethnic differences. Only four articles (40%) collected data on differences in postschool outcomes by ethnicity. Three (75%) articles categorized ethnicity by White,
Black, and/or Hispanic. It was clear from the three articles that reported employment
rates according to ethnicity that Blacks were least likely to be employed compared to
White and Hispanic former students. In all articles, those who identified themselves as
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White were most likely to be employed after leaving school. Only one article by
Blackorby and Wagner (1996) collected information on postsecondary education
enrollment and found that Hispanics were slightly more likely to have enrolled in
postsecondary education or training than Whites, followed by Blacks. The same article
reported that Whites were more likely to be living independently followed by Hispanics,
then Blacks.
Graduate vs. dropout. Outcome status according to graduation status was cited in
ten (25%) of the articles. Eight articles documented employment rates among those who
graduated and dropped-out. All ten of the articles indicated that individuals who received
a diploma or certificate were more likely to be employed. Similarly, eight articles also
documented participation in postsecondary education and training programs; seven (88%)
of them reported that high school graduates were attending a school or training program.
Only 4 (50%) of the articles reported results for independent living. Fifty-percent (2) of
the articles reported that dropouts were more likely to be living independently and the
other two articles reported that high school graduates were more likely to be living
independently.
Three articles (30%) reported the community involvement of individuals who
graduated and dropped-out. Two (66%) of the articles indicated that high-school
graduates were more likely to be positively involved in their communities; whereas
Carson et al. (1995) found that three-years after leaving school that dropouts were
slightly more likely to be involved in their community than high school graduates (28%
vs. 26%). Regarding the area of personal/social relationships, only two (20%) of the
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articles included this category. Both articles found that graduates were more likely to
participate in positive personal/social relationships than their peers who dropped out of
school.
Three studies included data on postsecondary education, interestingly each with a
different outcome. Sitlington et al. (1992) disaggregated the data by disability status and
found that males with mental disabilities were most likely to attend college (73%)
followed by males with learning disabilities (52%), and former students with behavioral
disorders (42%). Females with behavioral disorders were most likely to attend
postsecondary (71%) followed by mental disabilities (68%) and learning disabilities
(58%). Blackorby and Wagner (1996) in their nation-wide study found similar results
between males (25.8%) and females (28.7%) attending postsecondary education three to
five years post-school. Rojewski (1999) on the other hand in his study found that less
than one-third of males with learning disabilities attended postsecondary education
followed by females (24.6%).
In-School and Post-School Transition Services. Appendix E displays information
collected regarding in-school and post-school transition services. The data collected and
questions asked by the informants varied by study. Fourteen (46%) of the articles
included information on in-school transition services and included items such as the type
of transition-related classes that students participated in while they were in school
(including work experience) as well as the community service agencies that they utilized
while still in school. Some studies also asked the former student to rate his/her
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experiences in school regarding how beneficial it was to preparing them for their postschool lives.
Thirteen (33%) of the articles collected information on post-school transition
services that former students utilized since leaving school. Data collected included
information about the types of agencies, services, and supports that the school-leaver
utilized since leaving school. This may have included vocational rehabilitation agencies
and/or other workforce services as well as learning support services at postsecondary
institutions and social service agencies. Other information collected was qualitative
information from parents regarding their satisfaction with the services available.
Overview of the Findings
Of the outcome studies reviewed for this study, all articles were required to
address at least one of the six suggested attributes of follow-up studies identified by
Halpern (1990). Variance across the studies was found regarding the number of features
discussed in each article. For example, the population of youth interviewed in the studies
ranged from individual programs/schools to district-wide, statewide, and nationwide
samples. The length of the study also varied and may have either been a snapshot into
the lives of former students at one point after leaving school or data may have been
collected at multiple points in time ranging from 6 months after leaving school to 10
years.
Yet another difference across studies was the population of students sampled.
The population of students selected may have included one or more disability categories
including: learning disabilities, behavioral/emotional disabilities, mental disabilities,
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attention deficit disorders, hearing impaired, visually impaired, speech/language
impaired, or other handicapped. As one can imagine, there was much variance across
outcomes depending on the disability category reported.
In many instances the results from the outcome studies are belittling considering
the amount of time and effort that have been expended by special educators to prepare
youth for their post-school lives through coursework and experiences and in many cases
despite transition services. All of the studies located provided information that indicated
former students who received special education services had poorer post-school outcomes
than individuals without disabilities in the areas of employment, postsecondary
education, independent living, community involvement, and personal/social relationships.
Students identified with milder disabilities were also more likely to fare better in
post-school outcomes than those with more significant disabilities. Unfortunately, the
results that we continue to see from outcome studies resemble the outcomes seen for a
number of years. Affleck et al. (1990) stated after reviewing follow-up studies over
previous decades, "things have not changed much in the past 50 years" (p.323). After
reviewing additional outcome studies since that time, the outcome results for individuals
with disabilities continue to be discouraging.
Methodological Concerns of Follow-up Studies
Levine and Nourse (1998) conducted a thorough examination of published
follow-up studies with individuals with disabilities and identified five methodological
issues that can affect implementation and interpretation. The first methodological issue
they addressed was disability labels. They found that many studies lumped all disability

62

categories (e.g. learning disabilities, mental disabilities, speech impairments etc..)
together. They believed that placing all students into one category does not allow for
accurate interpretation regarding what is happening with each disability population.
Understanding the differences between populations for example, is valuable especially
when there is a desire to determine why one disability category has higher employment
rates than another.
A second limitation of many outcome studies is that they include data on former
students who exited school at different points in time. This can become an interpretation
problem if individuals who exited school one year ago are combined with those who
exited 10 years ago. It is expected that there would be variation in the outcomes based on
the amount of time each has been out of school and the economic conditions of the times.
When the data is combined all together it is impossible to discriminate variables that
impacted the school-leaver.
The third issue addressed by Levine and Nourse (1998) was the limited inclusion
of both former students with and without disabilities in outcome studies and how the
cohorts are chosen. They emphasized the dangers of comparing cohorts of former
students when that data is collected differently and recommended that data be collected
concurrently to increase the efficacy of the data collection process and interpretation.
A fourth limitation identified was the use of multiple informants. When multiple
informants are used in a study the reliability and validity of responses can become an
issue. They reported that individuals with learning disabilities for example, may be more
likely to provide socially acceptable answers when responding to a survey, or may have
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difficulty comprehending the question asked. They also postulated that parent answers to
questions regarding their child may be more valid when their son/daughter has been out
of school for a short period of time versus being out of school 5-10 years.
The last major issue of outcome studies addressed by Levine and Nourse (1998)
was how missing participants/data are addressed in studies. They reported that this
information is rarely addressed in follow-up studies, yet if the researchers reported the
data on the missing participants perhaps interpretations could be gathered regarding the
attrition rates amongst them.
Moving Forward
The literature clearly establishes a significant dissonance between the post-school
outcomes of former students with and without disabilities in the areas of employment,
independent living, postsecondary education, personal/social relationships, and
community involvement. Over the past three decades, more than 40 outcome studies
have been conducted with nearly all reporting the same disparaging results whether they
were conducted at a local, state, or national level (See Appendix A-E). One consistent
piece missing from the existing research is the clear and detailed voice of the former
student.
This study provided detailed reasons why outcomes for students with disabilities
remain discrepant from those without disabilities and expands on what the existing
literature tells us. Digging deeper into the lives of our former students who were in
special education is important and often overlooked by researchers. Letting former
students' stories be told not only provides self-empowerment opportunities to the
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research participants, but also contributes to a small body of research that will hopefully
enlighten those interested in outcome research move in an alternative direction.
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CHAPTER 3
METHODOLOGY AND METHODS
Qualitative Approach Rationale
It is the formulation of a research problem or question that essentially drives
research design (LeCompte & Preissel, 1993). Pring (2000) stated, "different sorts of
questions require different sorts of research" (p. 33). According to Shavelson and Towne
(2002) there are three related types of questions educational researchers ask: (a)
Description- What is happening?, (b) Cause- Is there a systematic effect? and, (c) Process
or mechanism- Why or how is it happening? (p. 99). Based on the question asked,
educational researchers have two avenues they could pursue as they seek answers to their
questions. The two traditions in educational research are qualitative and quantitative and
both provide pathways to understanding a phenomenon. There are of course ontological
differences between the two approaches.
Quantitative research approaches emerged from the positivist paradigm (Glesne,
1999; Pring 2000) meaning that this form of research uses scientific observations and
methods "to get closer to the truth." These approaches are also meant to be
"generalizable. " Those who ascribe to quantitative methods often use experiments,
surveys, and statistics to seek answers to their research questions. Qualitative researchers
are quite different in that they philosophically approach their research from a
constructivist or interpretive angle (Pring, 2000). They are interested in understanding the
meaning of what has been said or what has occurred and attempt to make sense of it.
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Quantitative researchers conduct descriptive or experimental studies. Descriptive
research includes observations, correlational research, developmental designs (e.g. crosssectional or longitudinal study), or survey research. Experimental studies on the other
hand are best suited for those interested in identifying cause-and-effect relationships. In
order to determine the nature of the relationships which are of interest, independent and
dependent variables are identified to see how one variable influences another. In most
cases, quantitative researchers aim to have a large sample of participants who are selected
using probability sampling or random selection (Creswell, 2002; Leedy & Ellis Ormond,
2005; Pring, 2000)
When an experimental design is not appropriate because randomness or control
for confounding variables is not possible for a given study, quasi-experimental, ex-post
facto, factorial or meta-analysis designs may be utilized. The data collected from these
quantitative methodologies are then summarized and analyzed using statistical methods.
(Leedy & Ellis Ormond, 2005). Quantitative researchers conduct their research in
empirical and methodical ways in an effort to get closer to the truth. This is only one
way of conducting research, the other main body of research is qualitative inquiry.
Qualitative approaches on the other hand are less rigid and more flexible in their design
(Glesne, 1999; Warren, 2002). This method emerged from the constructivist or
interpretivist paradigm and focuses on revealing specific accounts of phenomenon that
are of interest to the researcher and are presented in interesting ways (Glesne, 1999; Pring
2000). Pring (2000) differentiates between the philosophical differences between
quantitative and qualitative research and states:
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Quantitative research will cover enquiries which range from the detailed
measurement and correlation of performances within a strictly behaviourist
tradition to the large-scale surveys or social trends within the tradition of 'political
arithmetic'. Qualitative research embraces symbolic interactionism,
phenomenology, ethnography, and hermeneutics. And within any one piece of
research there is often the employment of different approaches as different
questions are addressed, (p. 48)
The practice of qualitative research according to Denzin and Lincoln (2005):
... is a situated activity that locates the observer in the world. It consists of a set of
interpretive, material practices that make the world visible. These practices
transform the world. They turn the world into a series of representations,
including field notes, interviews, conversations, photographs, recordings and
memos to the self. At this level, qualitative research involves an interpretive,
naturalistic approach to the world. This means that qualitative researchers study
things in their natural settings, attempting to make sense of, or interpret,
phenomena in terms of the meanings people bring to them, (p.3)
Qualitative inquiry has many methodologies that are utilized by researchers these
strategies include: case study, ethnography, phenomenology/ethnomethodology,
grounded theory, life-history/testimonio, historical method, action and applied research
and clinical research (Denzin & Lincoln, 1998; 2005). The goal of the researcher in
qualitative inquiry is to interpret, make sense of, and identify the intersections of what
has been seen, experienced, or told.
While quantitative researchers follow specific guidelines for completing their
work, that is not always the case for qualitative researchers. As a matter of fact, Eisner
(1998) reported that there is no set procedures, formulas, or rules for conducting
qualitative inquiry. Whilst some qualitative researchers adhere to prescribed guidelines
others are less procedural (Gallagher 1995). Generally speaking, according to Eisner
(1998) qualitative researchers "observe, interview, record, describe, interpret, and
appraise settings as they are" (p.33).
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Unlike quantitative approaches in which the researcher's relationships with the
participants are kept at an arms length and measured with precise instruments, qualitative
researchers approach relationships with their participants quite differently. The nature of
qualitative research requires the researcher to develop a relationship of sorts with their
participants in the way of interviewing them about the topic of interest. Beyond that
however, Smith (1993) regarded the role of the researcher by stating the following:
The task of the inquirer is interpretation of all manner of human expressions not
only in terms of the motives, intentions, and purposes of the people involved, but
also in terms of the inquirers own motives, intentions, and purposes. And, of
course, this is a process of interpretation that must take place within a social and
historical context, (p. 185)
According to LeCompte and Preissle (1993) qualitative researchers need to keep
certain considerations in the forefront of their minds as they interact with informants.
While these questions are geared towards those completing ethnographic research, the
questions they raise have implications for all qualitative research:
1. How can I communicate meaningfully with my participants?
2. How are my participants and myself affected by the emotions we evoke in one
another and how should I handle these feelings?
3. How are my participants and I similar and different- in personal
characteristics, resources, and power- and how do the similarities and differences
affect my relationship with them and my investigation among them?
4. What is my responsibility to my participants? What is the relationship between
these responsibilities and those to other interested parties (p. 89)?
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Selection of method is perhaps the most important step in educational research
and as previously discussed; it should be based on the research questions. It was with
much thought and reflection that I conducted a qualitative dissertation in my endeavor to
follow-up with former students with disabilities. I felt strongly that my research questions
aligned well with this method.
Even though I felt strongly about my topic and method of research that I ascribed
to, I knew that I would encounter some trepidation throughout the research process
concerning choices I made on this dissertation journey. I heeded the advice of Gallagher
(1995) who reflected on her own doctoral research work regarding methods:
At this point, I view methods as tools. Rather than applying methods
prescriptively as a means for insuring the believability of one's work, qualitative
researchers would be better advised to use methods much as a craftsperson uses
tools, the tools conform to the intent of the maker, not vise-versa, (p.33)
Qualitative inquiry when done thoughtfully is a beautiful thing. I felt that if I used
qualitative method as a tool rather than as a prescribed set of rules, it would be something
that I would be proud of.
Ethical Considerations
It is of the utmost importance that those who conduct any research, including
qualitative research, address and adhere to the importance of ethical considerations. Some
of those considerations include the safety of the participants as well as the importance of
reporting the results of the research completely and honestly (Creswell, 2002). The
following safeguard procedures were attended to throughout the course of the study:
1. The researcher submitted a proposal of the study to the Internal Review Board
(IRB) at the University of Northern Iowa for their approval.
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2. Appropriate forms were filed with IRB office.
3. Participants received written and verbal information regarding the process for
the study. Participants were requested to read and sign a voluntary participation
form before the study began. This document outlined the purpose of the study and
how the results would be reported. Additionally, individual meetings were held
with the participants to verbally explain the study, providing the opportunity to
check for understanding and allowing the participants to ask questions.
Goodson and Sikes (2001) reminded researchers that: "Research per se is an
inherently political activity in that it has a bearing on how human beings make sense of
their world. Consequently, because it impacts upon people, all research potentially
involves ethical issues and considerations" (p. 89). Because of the sensitivity of lifehistory research, great care was exercised when interviewing the participants. I respected
each individual and his or her values. Additionally, I was mindful to not delve into areas
of the participant's life that were not relevant to the study or research questions. If this
were to occur, the research information collected would most likely be tainted (Goodson
& Sikes, 2001).
Life-history Research
Life-history research has its underpinnings from autobiographies written by
American Indian Chiefs in the early 20th century (Chase, 2005). It was utilized frequently
in sociological research up until the 1930's when the positivist tradition and reliance on
statistical methods presented its embrace on the world of sociological research (Goodson
& Sikes, 2001). In recent years however, life-history research has seen a re-emergence in
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the field of education research, though there are still relatively few life-histories
represented in educational research (LeCompte & Priessele, 1993). Life-histories have
been published on a variety of topics ranging from teaching practices (Tierney, 2000) to
the social and political influences on education in a third-world country (Upadhyay,
Calabrese Barton, & Zahur, 2005), to an examination of the education of individuals with
disabilities (Goodley, 1996), as well as the personal and professional experiences of a
homosexual teacher (Sparkes, 1994). Life-history research lends itself brilliantly to the
field of educational research because it provides opportunities for the field to understand
a phenomenon more deeply and critically. The resurgence of this form of research in
education is welcomed.
Life-history (Goodley, 1996; Goodson & Sikes, 2001) or life story research
(Atkinson, 2002) is a narrative method used by researchers who are interested in
providing voice to a person or group of people who have a story to tell. This branch of
research offers an epistemological perspective towards social understanding (Goodley,
1996). Often times the stories are told by a marginalized group of people who are willing
to share their voices in hopes of instigating change and/or receiving understanding from
the greater population.
Life-history research is intriguing to this researcher because specific and direct
information is elicited from individuals in a detailed and thorough manner. One goal of
this form of research is to demonstrate the lived experiences of those interviewed thus
empowering the person whose story has been told (Goodley, 1996). Life-history research
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is an approach used by researchers who want to provide a person or group of people an
opportunity to present their unique perspective (Atkinson, 2002).
According to Goodson and Sikes (2001), "Life-history research appeals to those
who are interested in or are fascinated by, the minutia of others' lives, and particularly in
how people make sense of their experiences and the world around them" (p.20). While
life-story research is not prevalent in educational research, perhaps even less so with
individuals with learning difficulties, it has been used successfully. Goodley (1996)
reflected on his own as well as other's research with individuals having learning
disabilities. He suggested that researchers stay sensitive to their informants and be
cognizant of their own feelings and perceptions, as doing so will allow the informants
stories to be heard and stay pure. He also stated that researcher awareness is an important
part of any methodological approach that aspires to be empowering.
Tierney (2000) described the transformative power of life-history research as
research that:
.. .not only represents the memory of an individual, it also produces identity. The
challenge to us as researchers is to ensure that individuals are not the object of our
discourses, but rather the agents of complex, partial, and contradictory identities
that help transform the words they and we inhabit, (p.545)
Life-history in Transition to Adult Life Research
Life-history research is but one qualitative method used by researchers, yet it is a
method that appeals to many like myself. Goodson and Sikes (2001) reflected on their
own seething interest in life-history research by stating:
Although we are perfectly able to construct academic justifications for using the
approach, we know full well that the major motivating force is that we are both
incurably and insatiably curious about other people's lives. Nothing interests us
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more than listening to life stories, considering them in the various settings in
which they occurred, then teasing out and expiring possible influences and
explanations, interpretations and alternatives, silences, and significances. This in
our view, is the essence of the approach: life historians examine how individuals
talk about and story their experiences and perceptions of the social contexts they
inhabit, (p.l)
The life-history approach was particularly appealing to me because I have always
been interested in how my students made sense of their world. Beyond teaching the
mandated curriculum, I make a conscious effort in my work as a teacher to understand
the students that sit before me. I feel that if I understand their experiences and perceptions
then I am in a better position to meet their needs. I do know that each student that I have
encountered has a different story to tell about his or her educational and life experiences
and that those types of experiences are rarely reported in educational research.
Given the discouraging post-school outcomes of students with disabilities, lifehistory research provided me a powerful avenue to explore the transition to adult life
experiences that my former students had while they were in school as well as detailed
information on their experiences since they left school. This opportunity to dig deeper
into the lives of former students provided myself, as well as the field of special education,
a unique opportunity to hear transition experiences of former students in their own words.
My conversations with these individuals shed light on why post-school outcomes for
students who received special services continue to be poor despite continued efforts to
improve those outcomes. The insights, thoughts, and reflections of these former students
were invaluable.
There is substantial evidence in the literature that students who received special
education services during their school years have poorer post-school outcomes than
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students without disabilities. What the literature has not been able to identify is the root
as to why, despite years of interventions from leaders in the transition field that postschool outcomes remain lower for students who were identified as having a disability.
The life-history approach afforded me an avenue to follow-up with several of my former
students about their experiences in school and since leaving that illuminated the successes
and barriers that they have experienced and continue to experience in their post-high
school lives. The power of their stories has informed my own teaching practices, and it is
hoped that the transition field will also glean new information.
As I conducted my research with individuals with whom I knew, Goodson and
Sikes (2001) recommended that caution be exercised when performing this type of
research:
Doing research 'in your own backyard' can have unintended consequences with
implications going far beyond the data that are collected. For all sorts of reasons,
informants may be cautious about what they reveal, and this can be especially so
when they are already in some sort of relationship with the enquirer, (p. 25)
They recommended that when existing relationships have been established between the
researcher and the participants that the researcher be vigilantly aware, in as much as
possible, of their own biases and be "reflective and enquiring in identifying possible
biases in their informants' stories" (p. 25). They cautioned researchers who are
acquainted with their participants to also be conscious of the fact that ethical dilemmas
may also arise. It was with great caution, reflection, and awareness that I engaged in
conversations with my former students.
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Cautions Regarding Life-History Research
As with any methodology, there are weaknesses regarding life-histories that
Goodley (1996) recognized. He indicated that life-history research is not simple and
straightforward like some other methodologies, because it requires the researcher to think
outside the box. Many times, particularly in the case when an informant lacks the cultural
capital and verbal aptitude to tell their life story the way it should be told, researchers
need to think on their feet and inquire more deeply. This may mean that the researchers
will need to re-examine/re-phrase their questions quickly if the informant lacks
understanding of what is being asked. This impromptu action on the part of the researcher
is important in life-history research, so that the informant's powerful and worthy story is
heard and shared. A second issue worthy of acknowledgement is the involvement of the
researcher in the informant's lives. If a researcher becomes overly immersed in the life or
social context of the story told by the informant, it could tarnish the research. Therefore,
it is important for the researcher to stay aware of their involvement in the events and life
surrounding the informant(s) and monitor their involvement carefully. According to
Goodley (1996):
Sympathy for informants' injustices is all very well until those feelings start to take
over the researchers representation of the story. For people with learning difficulties,
as with other marginalized groups, it is highly likely that experience of oppression
will be imparted. Yet if life stories are to provide an insight into human resilience
then researchers must ensure that their own sympathies do not lead them into
representing their informants only as victims; to continuously reassert the experience
of subordination may be just as disempowering as the original experience of
discrimination, (p. 343)
Lastly, Goodley (1996) cautions life-history researchers to be aware of the potential
for bias. One form of bias documented in the research is that of the informant lying about
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an event or rehearsing their responses. This can be addressed with the researcher asking
about the event over several interviews and check for consistency. Another error
documented is when the researcher chooses to highlight and place importance on certain
events of an informant's life at the expense of not discussing others in as much detail.
Again, this can be remedied by consistent awareness on the part of the researcher to
examine his/her work carefully throughout the project. Goodley goes on to caution those
researchers who focus their work on individuals with learning disabilities. He suggests
that researchers remain ever vigilant in their work with individuals who may be less
articulate than the general population. He cautions researchers to not insert their own
"assumptions, understandings, and ambitions" (p. 345) onto the voice of the informant.
It is with great caution and respect that qualitative researchers interview their
participants. Is any form of research perfect? No. Whether one subscribes to quantitative
or qualitative research methods, a good researcher is aware of factors that may enhance
or distract from the purpose of the research.
Community Profile
The study was conducted in an Iowa community of over 120,000 residents
(Demographics for Cedar Rapids, 2009). A major river divides the town into east and
west and one major thoroughfare divides the town into north and south. The city is home
to several national trucking firms as well as several grain companies that help feed the
United States and foreign countries. Over 30,000 jobs in the city are in the
manufacturing or transportation fields. Approximately 12% of its residents lived at or
below the poverty level in 1999 (U. S. Census, 2000). The public school district educates
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over 16,000 students and consists of three traditional high schools and one alternative
high school (Cedar Rapids Community School District, 2010). According to the U.S
Census (2000), over 2,700 children and young adults between the ages of 5-20 identified
with having some form of a disability.
The high school where all participants attended is one of three traditional high
schools in the district. Each of the three high schools educates students from different
social classes. Wright, built in the late 1950's is located in an upper-middle class
neighborhood, surrounded by trees, upper middle class and elite older homes, as well as
condos including one gated community, and a church. The more elite of the two country
clubs in this city is located only a few blocks from the school. Wright's student body
consists of students from the poorest neighborhoods in the city as well as some of the
wealthiest. There are fewer numbers of middle-class and lower-middle class
neighborhoods in its attendance areas. It has long been known for its ethnically diverse
student population.
Kaplan is the newest public high school, having been built in the 1960s. It is
immersed in a residential neighborhood surrounded by middle class homes, and upper
middle class condos, as well as several churches. Students who attend this high school
come from mostly middle class and upper middle class families though there is a small
population of students who come from working class and poor families. Kaplan is
currently experiencing a rapid increase in its student population due to students from
wealthy families building homes in its attendance area. The school no longer accepts
open enrollment students.
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Lincoln, the school where all participants attended is located in a lower-middle
class neighborhood and is surrounded by lower-middle class homes. In the vicinity of the
school there are several businesses which include: a storage facility for a trucking firm, a
carpet and furniture outlet store, a pipe fitters union, three bars, a mom and pop
restaurant, two used car dealerships, an auto body repair shop, two car parts stores, two
automotive repair shops, and a veterinary clinic. The majority of students at Lincoln
come from working class homes and over 30% of the students qualify for free and
reduced lunch. This school is known in the area as serving the "blue-collar" kids and has
only one upper-middle class neighborhood that feeds into it.
Data Collection
There are multiple methods available for collecting qualitative data. These
methods include a variety of interactive methodologies such as interviews, direct
observations, as well as the use of archival data and artifacts (Denzin & Lincoln 2005;
Eisner, 1998; LeCompte & Preissle, 1993). It is through these techniques that information
is elicited.
In this study I utilized (a) survey questions, (b) semi-structured interview
questions, and (c) archival and anecdotal data. In particular, I relied on life-history
research to represent each school-leaver's perceptions of their in-school and post-school
transition to adult life experiences.
Survey
Surveys are considered a form of interviewing because they are based on "human
dialogue" (LeCompte & Priessle, 1993, p. 160). A survey is important to this study to
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help establish a baseline of information regarding the post-school status of the
participants in the transition areas of employment, postsecondary education, independent
living, personal/social relationships, and community adjustment. The answers from the
informants helped me develop additional interview questions. The survey used in this
study was the Iowa Department of Education Senior Exit and 1 Year Follow-Up Survey
(n.d.b). This survey was established in response to Indicator 14, part of IDEA 2004 which
mandated that each state follow-up with students one year after leaving school to monitor
employment and postsecondary employment status (IDEA, 2004). While the informants
of this study exited school more than one year ago, the Iowa Department of Education
has recommended that it is appropriate for use beyond one year post-exit.
Interviews
Interviews are also a valuable way of getting information because it provides the
informant an opportunity to share their story and the inquirer an opportunity to show that
they are an active listener (Eisner, 1998). Interviews can take place face-to-face, over the
phone, or electronically. The most thorough way of completing an interview is face-toface (Warren, 2002) and is best suited in situations where there are a small number of
informants. Designing interview questions may be overwhelming due to the vast amount
of protocols identified in the literature. LeCompte and Priessle (1993) recommend that
inquirers "are best served by seeking and following guidelines for interview construction
consistent with the goals, assumptions, and designs of their research projects" (p. 168).
LeCompte and Priesesle (1993) also suggested it is important that the typology of
questions the researcher asks are conducted thoughtfully. Upon thoughtful construction,
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scripts may be created by the researcher to aid in the delivery questions to the informant.
They also recommended that the questions be ordered in a meaningful way so that the
interview is conducted with fluidity.
Atkinson (2002) offered three stages of interviewing that are specific to lifehistory research. He posited that the first stage is the pre-planning stage (see Appendix F
for a sample of semi-structured interview questions used during interviews), followed by
conducting the interview, and concludes with the transcription of the interview. He
suggested leaving the interview questions and researcher comments out of the
transcription, and then providing a copy of the narrative responses to the informant that
should read like a story. The informant then has the opportunity to check over their life
story and make any changes they feel are necessary.
Data Analysis
Data analysis is different in qualitative inquiry than it is in a quantitative study
with its definitive numbers and statistics representing findings. The analysis of qualitative
data, according to Glesne (1999):
.. .involves organizing what you have seen, heard, and read so that you can make
sense of what you have learned. Working with the data, you describe, create
explanations, pose hypotheses, develop theories, and link your story to other
stories. To do so, you must categorize, synthesize, search for patterns, and
interpret the data you have collected, (p. 130)
Data collection and analysis are often considered somewhat synonymous with one
another (Glesne, 1999) when done thoughtfully in qualitative inquiry. When the
researcher is careful, thoughtful, and strategic with their data, and is consistently
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reflective of what the data is telling them, ultimately, they are analyzing the data as it
happens.
Glesne (1999) offers two stages to data analysis: early data analysis and later data
analysis. She recommended in early data analysis that the researcher create memos in
their field log. This process helps the inquirer remember what they were thinking as they
collected their information. She also suggested creating analytic files (categories) with
titles as the data is collected to help organize information for use later. She also suggests
the use of coding while collecting data. This process helps the researcher locate
information when they need it. The initial coding procedures and early analysis should be
kept simple and identify main points. This process should help the researcher highlight
key aspects in a more timely fashion. It is clear that the more organized a researcher is
when he/she collects the data, the easier a thorough analysis will be later.
Later analysis defined by Glesne (1999) focuses on "classifying and categorizing"
(p. 135). It is at this point where the inquirer masters the art of making sense of the
information. She likens the analysis process almost to that of a puzzle. There are many
fragmented pieces (e.g. various interviews, observations, surveys, artifacts, documents
memos) that are relevant, but are not cohesive. It is up to the inquirer to take each piece
and make it fit. In order to stay organized she suggests the creation of a code book to
keep all major codes and sub-codes straight. She suggests that it does not need to make
sense to anyone except the inquirer.
Bogdan and Biklen (as cited in Merriam, 1998) provided ten suggestions for
analyzing data while it is being collected. These suggestions include: (a) make decisions
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that help you focus the study, (b) establish in your mind the type of study you want to
create, (c) revisit the questions for the informants often to make sure they are relevant, (d)
review field notes often and follow-up with additional questions at the next session with
the informant, (e) record comments in your field notes as you go, (f) write memos about
what you are learning, (g) utilize the informant to help identify themes and fill in gaps,
(h) continue referring to the literature as you work with informants, (i) take what you are
learning in the field and try out different themes or analogies, and (j) use visuals to help
make sense of the phenomenon being observed.
LeCompte and Priessle (1993) approached their review of qualitative analysis
slightly differently. They suggested that when beginning the actual analysis process that
one should begin with (a) a review of the purpose of the research project and the research
questions posed, and (b) scan/reread the data to review the data and check for
completeness. At this point, the researcher begins to take notes and make observations
regarding the data. From here the stages of organization, abstracting, integrating, and
synthesizing begin and an outline can be created. Because of its thorough nature, it
should be expected that data analysis would take twice as much time as the data
collection.
Participant Selection
Participants selected for this study were my former students. It is important to
note that all students whom I have taught have a story worth telling and could provide the
field with rich information regarding the transition of students with disabilities from
school to adult life. For the purpose of this project, I was interested in uncovering the
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adult outcome stories of a high school graduate, GED recipient, and a dropout. The
targeted participants left high school between four and eight years ago. The three
individuals were selected because of the rapport we had built with one another while they
were students, and to some extent since they exited. I felt confident that their stories
would provide the field of transition new lenses to understanding the transition practices
that affect post-school outcomes.
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CHAPTER 4
BACKWARD GLANCES AND HOPES FOR THE FUTURE
After spending a considerable amount of time analyzing follow-up and followalong studies on post-school outcomes of students with disabilities, it was clear that the
voices of former students themselves was missing. Therefore, I felt it was imperative,
given the perpetually poor outcomes of students with disabilities, that we attach personal
stories to the existing data. As a Level One (mild disabilities) special education teacher
for a decade, I too, have been concerned about the bleak post-school outcomes of my
former students. Having examined the existing data, I felt that there were questions and
circumstances to be explored with former students that went beyond the scope of surveys.
Originally, I anticipated interviewing three participants: a graduate, a GED
recipient, and a dropout. My objective was to have each former student reflect upon their
lives regarding their post-high school outcomes and transition experiences while they
were in school. I was able to locate the three former students I had targeted and each
agreed to participate. Unfortunately, the former student who dropped out was
incarcerated at the time of data collection and did not participate due to a variety of
circumstances, which will be discussed in greater depth later.
While attending high school, each of the participants received the majority of
their core academic instruction in a special education setting. The big concepts from the
general education curriculum were to be followed, but approached at slower pace and
often times with modified materials. Students were also to receive supplementary strategy
instruction, and have their goals monitored in the special education classroom setting. At
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the time that the participants were in high school, the textbooks and novels used were
selected by the teachers or special education curriculum facilitator, and were rarely the
same as those general education students used.
Tamlyn (high school graduate) and Andrew (GED recipient), who will be
introduced later, have life stories worth being conveyed in their own words. Their
personal experiences shed light into their worlds while attending school and since exiting.
(Pseudonyms are used throughout this study to provide anonymity.) After spending
many hours visiting with Tamlyn and Andrew, I believe now more than ever, that it is
through the voices of former students themselves that the field of transition can better
understand the experiences and forces that impact post-school outcomes.
Tamlyn- The Struggle that Lies Beneath
At the end of our interviews, I asked Tamlyn to title her life story. After some
thought, she asked that I title her life story: The Struggle that Lies Beneath. In what
follows, are the highlights of our conversations using life-history methodology in which
she articulates some of the personal struggles that she has experienced despite her wellput together exterior.
As I listened to our conversations and reviewed the transcripts of our visits, I
thought that beginning with a poignant piece of Tamlyn's own writing would
demonstrate the type of person she is, the childhood she had, and principles that she lives
her life by. The Boys and Girls Club played a significant role in her childhood, and
during her senior year of high school she was nominated for and selected as The Youth of
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the Year at her center. Below is an excerpt from her award-winning life story essay that
illuminates Tamlyn's childhood with clarity.
From the time I was a child, I have always wondered where my life was headed.
For a longtime, I never knew what would happen in my life from one day to the
next. When I was born in 1987, my father was nowhere to be found. I have only
encountered him a handful of times in my life, and that was when he would send
me money to buy my birthday presents. I have always felt like apart of my life has
been missing, like I don't know the real me without knowing the real him. It is a
part of my life that I wish was different, but I didn 't have much choice in who my
father turned out to be. When I was four years old, my mother married a man
named Jeff This turned out to be my 'dad' for a long part of my life. Two sisters
soon joined our family, Noel and Molly. I began the Boys and Girls Club when I
was seven, and as soon as my sisters were old enough, they also joined.
As I grew older, it didn't take long for me to start seeing and experiencing the
troubles of our family. My stepfather began to become verbally abusive towards
me and to my sisters, and physically abusive to my mom. Before long, my mom
turned to drugs to forget the pain. While my mom was doing drugs and my step
dad was yelling and hitting, being the oldest, I knew I had to do something for me
and my sisters. I would get them out of the house as often as possible. We would
often go to our safe place, the Boys and Girls Club. Sometimes, the club felt more
like a home than home did. I would walk through the doors and immediately feel
the comfort that I longed for. The staff always said hi, and made an effort to ask
how my day was going. Sometimes I would hide my emotions, other days, I would
let it all out. That was okay though, because I have trusted every staff that has
ever worked there, and they have stuck with me through thick and thin.
For much of middle school, I had tried to convince my mom that she was making
a huge mistake, not only for her but also for our family. We spent many hours
crying and fighting, and nothing seemed to improve. Ifinally got so frustrated
that I left home and went to live with my grandma. Already living there was my
uncle and nephew in a three-bedroom house. Things started to go better for me
living at my grandma's but I was so scared for my sisters living in the
environment, that I convinced my grandma to let them live with us. My sister Noel
began to stay more frequently and my sister Molly would stay occasionally. With
my grandma working full time, I was in charge of cooking, cleaning, and doing
laundry for me and my sisters. It was at this point that my mom finally realized
she needed to do something to get her family back. She and my step dad got a
divorce, and my mom moved into our house with my grandma. Now there was 7
people living in this 3 bedroom house. My mom is now getting back on her feet by
working and attending school to get a good job.
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If it wasn 'tfor the Boys and Girls Club, I don't know where I would be today. The
staff there have supported me in more ways than I can ask for. They have inspired
me to be a better person and motivated me to hang in there. They have told me not
to feel sorry for myself but to learn from my experiences. I have always told
myself that when I grew up, I would not make the same mistakes that some of my
family did, and the Boys and Girls Club has guided me to making the right
decisions.
The experiences I have received from the Boys and Girls Club has really affected
my life in such a positive way. The staff has given me great guidance and the
programs have let me experience great things. Because my life was tough
growing up I am happy with how far I have come. I don't want to use my past
situations as an excuse for anything but rather for motivation to succeed and to
make a difference in the lives of others.
Tamlyn was a model student in my sophomore language arts class the second year
I taught. She had a smile and a personality that warmed a room. She was outgoing and
respectful. Her attendance was perfect; she had great ideas, and was striving to become a
better reader and writer each day. Her attitude towards school was impressive and she
surrounded herself with positive peers. To top if off, she had a solid work ethic. She was
any teacher's dream student. Because kids who were struggling monopolized so much of
my time, I hadn't invested much time getting to know Tamlyn on personal level, like I
had other students who were more needy. I knew she was a good kid— end of story, or at
least that's where I thought our story would end. Then things changed with one
conversation.
About one-third of the way through the school year, Tamlyn approached me after
class and asked me if I had a minute. She prefaced our first real conversation with the
fact that I was the only teacher that she felt that she connected to. I remember feeling bad
that I hadn't felt as connected to her as she had to me, but was pleased that she felt
comfortable coming to me.
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That day, she opened up to me about her home life; a home life I never would
have imagined a well-put together 15-year-old girl like herself would come from. She
told me that she had reason to believe that her parents were doing drugs in their home,
and she was worried about the health and safety of her two younger sisters. Ultimately,
she wanted to know if the Department of Human Services should be notified. I never
expected to have a conversation like that with any student, let alone Tamlyn. It's sad,
now that I think about it, that it took that moment for me to really notice Tamlyn. Starting
that day, in the very moment that she confided in me, our relationship began evolving
from a teacher/student relationship to a mentor/mentee relationship, which continues
today. If Tamlyn wouldn't have entrusted me, her life-story would have never been told,
and she never would have taught me the things that she has. Tamlyn's education of me
will be discussed later in Chapter 5.
Life Since Graduation
I was eager to learn how now, as a 23 year old, she negotiated through her life
given the adversity she faced. I wanted to understand the factors that converged and
resulted in a determined young woman who worked hard towards her goals, as well as
understand the sense she made of her public education and transition to adult life. The
crux of our interviews focused on reflections of her life with particular focus on her postschool outcomes, her public school education, as well as her thoughts on her preparation
for adult life.
Employment. Tamlyn fell into her first job, which was at The Boys and Girls
Club. Both Tamlyn and the staff there realized that she was a natural fit. She spent most
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of her youth at the facility, and the director was sure that she would make an excellent
addition to their staff—and she was! She worked there for her last two years of high
school and during her freshman year of college. She believes that her involvement in that
program and interactions with the staff there set the tone for what she believes is her
career path: human services.
During her sophomore year of college she decided it was time to expand her
horizons. While she enjoyed her job at The Boys and Girls Club, the prospect of working
more hours and earning more money was intriguing, and necessary. As a young adult she
had more financial responsibilities than she had in the past. She scoured the newspaper,
and identified a job of interest at Fresh Start, a program affiliated with an inpatient drugtreatment center specifically directed towards helping women and their children. Tamlyn
explained her job:
Fresh Start is unique because it's a drug treatment center for moms, but they can
also bring their kids. We don't have many of those in our state. They live there
and do their treatment there too. My job was to spend time with the kids. They
have day care, but I worked with the school-aged kids —kids ages 10-18.1 actually
had some 18 year olds there. I led all the programming for them. I even got
someone to come in and do anger management with them. I also had someone
from the Young Parents Network come in and talk too. One of our kids wanted to
have a kid. He was like 15 or 16, and he wanted to have a kid NOW, like as soon
as possible. So, we had somebody talk about that, and then she started coming
more regularly. I did all the holiday party stuff and planned all that. Basically, it
was a day care, but the kids I had didn 't see it as that. It was more of a place to
hang and talk. We also took them to Alateen meetings ...which is for teens
affected by drugs and alcohol. It's kind of like AA.
I liked that job, but then hours got cut and they couldn 't guarantee me any hours.
So, I needed to find something else. They had all sorts of funding issues going on,
things were getting cut.
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Out of necessity, Tamlyn again searched the classified ads when she started to
feel the financial impact of her hours being cut. She applied at a local daycare center,
was offered an interview, and was hired on the spot. She currently works there full-time,
and is a lead teacher for the 2-year-old room. In addition to her lead teacher duties, she is
also the Health and Safety Coordinator. While Tamlyn enjoys her job, it is not her dream
job, it is simply a stable job that helps pay the bills. An attractive feature to her current
job is that it is a large enough facility that they have a program that reimburses their
employees for working towards a postsecondary degree. While Tamlyn has not taken
advantage of this program, she hopes to sometime soon.
It has always been apparent to me that Tamlyn has an aptitude for working with
people. As we visited and discussed her future, she beamed as she relayed to me her
ultimate dream job.. .to one day operate her very own community center.
A dream for me right now is to build a community center where people can go
and just hang out. There will be a social worker, nurse, plus other staff. We will
be all in one building, so that if the kids need something all that is right there.
Food would be provided. You know sometimes DHS has to pull kids at night—and
there 'd be a big house connected, so that at night we would have a place for kids
to stay who needed it, and it 'd be staffed 24/7. We 'd have games and computers.
Everything would be accessible to kids. I'll do it someday. I don't know when, but
I'll do it.
You know what I'd call it? It came to me in a dream one night. I'd call it Hope
Community Center. So, if I ever get it started, that's what the name will be. Ever
since that dream, I've picked up different things that say, "hope. " I have a
necklace and "hope" bracelet. Anything I find that has "hope" on it, I buy. My
mom and I were at the outlet mall not too long ago, and we were shopping, and I
think we were in some "ritzy" store. There was only decorative stuff in there.
There was one rock left in the basket and it had HOPE on it, so I got it.
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Tamlyn knows that several community centers already exist in her community,
but she hopes that her center will be unique.
There's a need for something like that. The ones we have now only stay open until
6:00. What happens from 6-10pm? Or even 6-9pm? Where do they go after they
close? What do they do if their parents aren 't home? Are they getting dinner? Are
they eating, or are they in the streets? Is school the only place they eat? So, I
think it's important. I'd also offer substance abuse counseling and all that stuff. I
want everything in one building, so the kids have access to anything they need.
There 'd always be somebody to talk to if they need it. There 'd be homework help
too. There is a guy who inspires me. I believe his name is Henry Deanson. I know
that he has one center, but it got flooded. Right now he's working out of different
buildings. He's trying to get his center rebuilt. He's getting old, and who knows
how long he 11 be around. He's almost 90,1 think. But, he offers free lunches to
kids in the summer, and takes 100 kids to Adventureland for free. He has holiday
dinners and school supply drives. All for low income kids. I want to be able to do
that and help the community, because there is a need.
Tamlyn has been employed since she was 15 years old— all of her employment
experiences thus far have been in the human services field, which seems to be a great fit
for her. She speaks passionately when she talks about the importance of after-school
programming for at-risk youth. Perhaps she now realizes how important the guidance
from The Boys and Girls Club was to her own youth development.
While she has maintained steady employment since graduating from high school,
she has also learned lessons about working in the human services field during a recession.
She acknowledged that unlike many of her fellow graduates who are driven to finding
high-paying jobs, it is more important to her that she loves her job. That is not to say that
money isn't important to her. She realizes, that as a young adult, having a job that pays
the bills and offers benefits is critical. While she makes less than $25,000 per year right
now, she is thankful that she is employed, and receiving benefits that include health
insurance, vacation, and a 40IK.
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Postsecondary education. Tamlyn dreamed of attending postsecondary education
for as long as she can remember. She always took her education seriously, even though it
was a struggle for her at times. Her work ethic was strong and was obviously noticed, as
she was awarded a full-ride scholarship to attend Kendalwood, the local community
college. It was a scholarship available only for potential first generation college students.
She recalled the experience that occurred during her 8 l grade year:
It was down to two people, me or this other person. I had to redo my application;
it was only a paragraph that we had to write. We didn 'tfind out who won until
our 8 grade assembly. They gave me $100 each year I was in high school to get
certain things that I needed, like shoes for gym, or a calculator, or different things
like that. Then, I had to do career tests and different things. At first I wanted to be
an interior decorator, then when I got to high school I got more interested in
social work. They paid for my tuition and my books. I went full time and worked
too!
I asked Tamlyn who helped her get situated at Kendalwood. Was there someone
affiliated with her scholarship that facilitated the transition or her counselor from school?
Neither I found out. She recalled:
/ did have a counselor at Kendalwood and they sent me 'to do' things while I was
in high school. I remember one thing on the list was to take the placement test and
some other career assessments. But she didn't really help me set up my classes
and stuff. It was Kelly, my counselor (from an independent office) that helped me
find learning services out at Kendalwood. She helped me get my IEP and
complete my accommodations form. I guess we were just talking about it one
day, and she became my advocate and helped me get started at college on the
right foot.
For Tamlyn, the transition from high school to community college was an easy
one. She recalled, "Kendalwood seemed like a piece of cake. It was like high school. " It
took her three years, but she completed her programming and received an Associate of
Arts degree in Human Services. She enjoyed her social work classes and felt that she had
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life experiences that would help her in a career as a social worker. Upon completion of
her Associate of Arts degree, she applied at Mt. Union, a local private liberal arts college
in her hometown that was recognized as having a good social work program. She was
accepted!! She was proud of her accomplishment, and her good grades at the community
college had earned her several scholarships. Her tuition would be paid if she could
maintain a 2.0 grade point average; if she couldn't, she would need a loan to cover the
$15,000 cost per semester. She realized during her tenure at Mt. Union that there were
some serious gaps in her academic performance, particularly in the area of writing, which
ultimately led to the demise of her postsecondary enrollment.
Kendalwood was so much like high school that Mt. Union was like a smack in the
face. Nothing prepared me for Mt. Union; it was just thrown at me. I know that I
was working and stuff, but if I had the tools in high school to know what was
expected at college, maybe I would have succeeded more there.
I have always known that my weakness is in writing, but if high school had done a
better job at preparing me and making me practice, practice, practice and know
how to write a paper correctly and stuff maybe I would have done better. Even
teaching us to proofread. I'm not very good at proofreading, myself. But once I
sit down with someone and read it, I know what I missed. But that can't be taught
just doing worksheets you know? What is that gonna do?
In one of my language arts classes, I remember writing three paragraphs about
something, I don't remember what exactly, but we were supposed to describe
something. I know my sentences were pretty similar, but Ijust used a few
different words. The teacher didn 't notice. Ijust wish that someone would have
sat down with me one-on-one and told me how to be a better writer. I wish I
would have been taught more strategies. I remember one time you read what I
wrote slowly out loud and I knew exactly what I needed to change. It 'sjust like I
needed to hear it from somebody else. Maybe we could have used technology
more? I know at Mt. Union they have a computer program that you can scan
stuff in and it reads stuff back to you. You can even scan in your tests and have
them read too.
Ifeel, looking back, that the stuff I learned in high school is not functional for the
stuff we need to know in college. Ifeel like I met some of my best teachers at high
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school in the special education program, but that the special education program
sucked. In high school I got A's and B 's and stuff. Then at ML Union I was
getting C 's and D 's. I wasn 't prepared.
Knowing what I know now, if I knew it back then, I would definitely want to take
more writing classes, and have somebody sit down with me and tell me what my
weaknesses are, and what I need to work on. I would want to make sure that I
knew how to write a paper the correct way, so that I was better at it. Cuz, if I want
to get into social work, I need to write well. Ijust wish that I could write better.
Sometimes it doesn 't make sense when I write things down. Sometimes, I wish I
had the skills to do that. I'm still working on it. When I was at Mt. Union, I was
working with somebody on it, but they are things that would have helped me when
I was 16 or 17, rather than learning it now. I think it would have helped me a lot
in the long run.
Mt. Union was way different. I started attending school part-time and worked fulltime, like I did at Kendalwood. It was okay the first year, then I decided to go fulltime and work-full time. That's when it started to get hard. I talked to my advisor;
she was a social work person, too. We decided I should take classes part-time,
which I already knew. I told her that's what I wanted to do, but then my grades
were D 's and I had to keep a certain gpa. If I didn 't get a C in most of my social
work classes, I would have to retake them. Not only that, but during that time I
also got a letter telling me that if I didn't make the grades I needed to, I was told
that I needed to pay for my classes.
I wasn't happy about it, and the business office said that I could appeal it. Then,
when I called financial aid, they said we 've already been doing our appeals
process and the deadline has passed. So I kind of said, "F" it.
The business office told me that if I was going to stay a student there that I would
need to pay out of my own pocket. One class would probably be at least $1000,
but now it's a University, so who knows how much they 're charging now. Where
would I come up with that kind of money? I'm a college student, working, you
know? They wanted me to come up with $500 a month to pay for tuition. They
wouldn 't even lower the payment, so I could go to school. The lady made me feel
like I was the only one who had ever messed up. I was just like whatever. I liked
the teachers, but it's hard. Ifeel like my teachers understood what was going on,
but the financial aid and business people had no idea. So I wonder if it's even
worth me going back because now I'm messed up with financial aid because I
messed up my grades. That's when I decided I had to drop out for a while.
I think I was burnt out, but I still want to finish.
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Independent living. Shortly after graduating from high school, Tamlyn started
spending more time with her friend and classmate Dirk. The more time they spent
together, they realized that there was a spark to their friendship, and the two started
dating. The relationship progressed quickly, and within just a few weeks of making their
relationship official, Tamlyn had moved in with Dirk (an only child) and his parents,
Stephanie and Mike. After a brief period of time, Tamlyn began to see what it was like to
be part of the type of family she had always dreamed of. She credits Stephanie and Mike
with teaching her some very important life skills, too.
Because of Dirk's parents, I know how to look for stuff. If it weren 'tfor them, I
wouldn 't have my car. They helped me look for it and put a down payment on it
for me. If I didn 't have them, I don't know where I'd be. My mom just goes out
and buys stuff, and never really thinks about what she is buying. She buys on
impulse. Dirk's parents showed me how to look for things.
If I didn't have Dirk's family as a support system, I don't know what I would do.
Sometimes I get jealous of what he has had his entire life—a complete, functional
family. He doesn 't get why I'm jealous. It's because he has that, and I don't. I
don't say that to him, but it bothers me because I don't have anybody. He doesn't
realize that he is very lucky. I know that I could go to his family if I needed to, but
it's not the same.
After living with Dirk's parents for several years, they decided that it was time to
get their own place. Dirk was dead set against renting, and made it his goal to save
enough money for a down payment on a home. By the time Dirk met his savings goal,
there were attractive financial incentives available for first time homebuyers including
tax credits and low fixed mortgage rates. Tamlyn considers it one of the things she takes
the most pride in. "I picked the house out, but if it wasn 'tfor Dirk, we wouldn't have the
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house. We 'd always talked about moving out, but he had the down payment and
everything. We 've had the house about a year and a couple of weeks now. "
But being completely independent has its challenges, too.
It was hard balancing work and school, and I don't have anybody to support me. I
mean I have a car payment, car insurance; I have credit card bills. One of Dirk's
aunts said, 'why don 'tyou just finish school and make Dirk pay for the other
stuff?' I said,' No.' I need to work and go to school. That 'sjust how it's going to
be. I need to pay my own bills, he doesn 't need to pay for everything. He
shouldn 't be expected to do that.
Then, when I switched jobs from Fresh Start to Care for Kids, I started getting
paid at different times. Ijust kind of let my finances, not go... but I wasn 't
organized. Usually, I'm organized, but I let it go. I paid my bills, but some of them
were behind, but I was still paying them. Then I saw a billboard about
Weatherly's Credit Counseling Services. Only a few people know that I'm going
there. I sat down with the credit counselor, and he said these bills need to be paid
at this time, with this check, and this needs to be paid with this check. When one
of these things is paid off, the money will go towards something else.
Interestingly, unlike many young people who look to credit cards to buy lavish and/or
unnecessary items, Tamlyn used her credit cards for less selfish reasons.
A big part of why, I shouldn't say it...part of the reason I have debt, is of how I
helped my sisters and got them the stuff they need. Molly didn 't have clothes for
school. For the last two years I've gotten her stuff for school. School clothes,
school shoes, school supplies. My mom says she doesn't have enough money to
get them for her. But, actually, this year I said no. I can't help. Ijust can't. I
never offered to help pay for the stuff, but my mom would always ask me, 'can you
help pay for this, or can you pay for that?' It's more that Ijust feel badfor Molly.
I mean in middle school and high school it's hard to fit in. It just is. I had to tell
Molly this year, Ijust can't. I said I'm sorry, but I can't do it. I gotta worry about
me! Molly got clothes this year for school, but it's because of my grandpa. My
mom went to him. I even told him, 'Grandpa, I can't help.' That's why I have
debt, because of that. I'm thinking I've spent thousands on them. Molly and
Camryn.
While Tamlyn shares many parts of her life with Dirk, there are a few things that she
harbors from him. Her financial situation is one of them.
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Ijust feel like sometimes ...Ifeel like he wants to be my parent. Once Ifeel I get
the majority of my bills paid off, I think I will tell him. I'll be like, look at what I
did with this person helping me. You know. And I did it on my own, and I don't
need his help anymore. I think it's a pride thing. Debt happens, I mean look,
everybody has debt. We 're going through hard times. The economy is bad.
Everybody is in debt. His parents were in debt.
She has realized over time that having a savings account is important, and to have money
available for those unexpected expenses.
But, I am saving now. I even have a savings account; the credit counselor is
helping with that. But, it just seems, as soon as I pay one thing off, something else
happens. Like, Ijust paid Community Care. I had $80 worth of bills there. It's a
doctor's office. Ijust paid that off. Then I was having chest pains. At first I was
only getting them when I would bend over. Then I started sitting in a chair, and I
was getting 'em. It happened for about 3 hours one day at work. Ijust thought,
you know, whatever. But it kept going. Then I started getting chest pains when I
would stand up. And I was like, I need to leave and go to the emergency room.
That bill was almost $3,000—just to go to the emergency room. It was $1,100 to
just walk in the door. So I pay something off and something else happens.
Her health is something that she feels is important, and is thankful that she has health
insurance through her work. Thankfully, health insurance helped pay for some of that
unexpected trip to the emergency room. And, thankfully, she also received some answers
about her health.
While I was in the emergency room they tested me. At first they thought it could
be blood clots in my lungs from the birth control I take. So, they were testing me.
But the doctor ended up determining that because of my reoccurring sinus
infections that the tissue between my ribs or lungs or something were rubbing
together, and was probably caused by some sort of infection. They gave me two
different medications. Some form of Ibuprofen that cost $30 to stick in me. I could
have just gone home and got a $3.00 bottle and taken some. Then it was $60 for
some other kind of medication. I'm just like seriously? They really didn 'tfind
anything majorly wrong with me and it cost almost $3000??? I have insurance,
but I still have to pay almost $1000.1 was supposed to pay $150 when I left, but I
said I can only give you this amount until I get paid. Ijust got the bill in the mail
and they want the whole thing. I can't do that, so I need to call them and see
about a payment plan.
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While Tamlyn and Dirk have talked of marriage, someday, there is no hurry
according to her. As of right now they have separate accounts and each is responsible for
different parts of their budget.
My mom tells me that it's important to have a separate bank account than your
husband. But, I've had lots of other people tell me to have a separate account,
but also have one together. We 've talked about getting one together, so we can
put our money for groceries in it, and one of us can just go and get what we need.
Right now, I get some of the groceries and pay the water bill. He pays the rest.
But it will change once I get things paid off. Ijust want him to pay the house
payment and I pay the other utility bills and our insurance. Right now, he's
paying for most of the utilities, car insurances, and the house payment. I want to
be able to take some of those over, so he doesn 't have so much on his plate.
If Tamlyn had been asked a year ago whether she would have a family of her own, she
admitted that she would have said, probably not. After her own childhood experiences,
she was going to be okay with just having to take care of herself the rest of her life and
not have any dependents. Since the birth of her niece though, her tune has changed.
I know one thing for sure, I refuse to ever make the stupid mistakes that my
parents did. If I have a family, I don't want to do drugs, I don't want to have a
dysfunctional family. If I have four kids, they 're all going to have the same dad,
rather than three different ones. It's not going to be crazy non-sense shit. I'm not
going to be like them. I'm not going to make their stupid mistakes.
Personal/Social Skills. Tamlyn knows that she was lucky given the living
circumstances that she grew up in. So, who or what does she give credit to for becoming
a strong, responsible woman?
Who the hell knows why I turned out as good as I did. The people around me? The
people I chose? I guess God made all these people. I had very inspiring people
around me. I had teachers, staff from The Boys and Girls Club. Without them, I
probably would have turned to crumbles. I don't know what in the hell I would
have done without some of those people.
I also think that Ijust kept saying to myself, I'm not going to do this. I did what I
needed to do, and I had people to listen to me. Whether they would be able to help
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me or not, I had people to listen to me. Ijust kept saying, 'I don't want to be like
them.' Noel even says, 'I'm not going to have my daughter grow up in the
environment that we did.'
To this day Tamlyn and her mother's relationship continues to be precarious.
While Tamlyn loves her mother, she continues to harbor resentment towards her for the
decisions that she made while Tamlyn and her sisters were growing up. She explained
their relationship:
My mom and I used to be best buds. But for several years now— I'm more like the
mom, and she's more like the kid. Reverse roles. Recently she's started to try to
be a mom. It's hard for me, 'cuz now it's like she's trying to get some power back,
but it's too late. I'm kind of like 'whatever, 'you know?
My mom still gives me grief because I tell my story to people, and I tell them how
Ifeel. It's crazy because she can go to AA and stuff and express herself like that,
but people need to know that they aren 't the only ones that stuff happens to. I
mean there's people all over that stuff happens to. If they could just hear me say
this happened to me, and look, I live a halfway normal life! I have a house with
my boyfriend. I have a full-time job. I'm not using or anything. One person can
impact a lot of people.
She and I haven't talked about this stuff in a long time, but she still tells me about
the stuff that she did. About what happened in the past. I'm like, don't, it's done,
it's over with. She's told me that one of her steps in AA is to apologize for
everything. When she apologized to me...I laughed in her face. I didn 't know what
to say because it's like, whatever! It doesn 't change what happened. I laughed,
cuz we could have used that apology a long time ago, not now. I'm 23. You can't
go back and change what happened. I try not to bring the past up anymore, but
my sisters do. My mom is like... 'why can't you just get over it and put it behind
us? I'm trying.' But, we want to know why couldn 'tyou try 10 years ago for us
when we needed you?
I spent a lot of time being angry and pissed off at her. I don't know how to
describe it. It was iffy at times. Cuz it was all about her, and not us, if that make
sense? Even now, it feels like she only calls when she needs something. I've told
her before, can 'tyou just call me to see how I'm doing, not because you want
something? Just call and say, 'hey, how's it going?' Not want, want, want all the
time. Or even, saying, 'can you do this for me?'

Yet, Tamlyn still holds onto sentimental gifts from her mom to remind her of when times
were good. One of her favorite gifts is the book she received for her 14 birthday. Kathy
wrote a note on the inside.
'Tamlyn- Happy I4l birthday. Another year has flown by. I'm so proud of you.
You 're such a positive, bubbly, mature, smart, responsible, and attractive young
lady. Keep up the great work! Try not to do too many things at once. Slow down
and enjoy school. The next 4 years you will want to cherish. It goes by so quick,
but you '11 never forget those years. It's all what you make of them, and make them
special. Read this book. I hope it will help you not make as many mistakes as I
did. Nobody is perfect. We all make mistakes. I won't have to worry about you
because you always put in over 100%. Love, Mom xxxooo'
I guess I have held onto it because of what it said on the inside and all the shit
I've been through. I think I can look at this book, and go back to when things
were actually normal, and she was my mom. I guess that's when things were
half-way normal.
While Tamlyn was frustrated by her mom's choices for a good portion of her life, she
gave her mom kudos for finally leaving Jeff.
/ remember the day that my mom had her last straw with Jeff. I was over visiting,
and telling my mom about my troubles with my boyfriend. Mom had invited me
over when she saw that I was having a tough time. It was around Christmas time.
Any other Christmas there would have been tons of stuff under the tree no matter
what it was. The day I was there, there was nothing under the tree. I think it was
only a couple of days before Christmas. My mom had started to make something
in the kitchen when Jeff came down the stairs. He was like, 'what's she doing
here? She just come over to check out what's under the tree?' My mom was like,
she's having a fucking bad day, and I wanted to spend some time with her.
Things got intense between them, so I took Molly with me, and we went outside.
When we came back, my mom came outside and Jeff was screaming at her. She
got in the car, so we did too. She revved the car and ran it right into the house.
Then she backed up, and it looked like she was going to drive the car right into
him. At that moment she was done! She said, 'Fuck this! It's about my kids now.'
And she was done. I guess she did it for us. Sometimes Ifeel she does things for
herself, but at some point she realized that it was about us too.
It is obvious that while Kathy may not have been the perfect parent, she truly
loves and admires Tamlyn. When the Boys and Girls Club nominated Tamlyn, several
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supporting documents were needed. Her mom was more than willing to write a letter in
support of her daughter's nomination.
To whom it may concern:
Tamlyn has been the daughter a mother could ever ask for. When Tamlyn was
younger, she knew that life at home wasn 't a good place to be. Her step-dad had
been verbally and physically abusive to me. So, to make a long story short, I
started doing drugs when Tamlyn was about fourteen. I leaned on Tamlyn for
help. She did the laundry. She cooked, cleaned and also went to work. Through all
of this, she stayed positive and kept looking to the future, and she never once
complained. I remember the day that she went to live with my mother. She looked
at my husband and I, and said, "Mom and Dad, I know something is going on.
Why can't you stop? " She walked out crying. I cried as she left and now I wish I
would have took her in my arms and said, "Yes, honey. Mommy's gonna get some
help."
All of this happened during her 8 grade year. One trimester, she earned a 4.0
grade point average. In that same year, she got a scholarship to Kendalwood
Community College. I strongly believe that my daughter will be a great leader in
the community.
This year for Christmas, I knew I didn 't have any money to get my children
presents. But being the wonderful daughter that she is, her and her friend Janey
bought over $300 worth of presents for the family. She knew that since I had left
Jeff, Tamlyn's step-dad, I definitely wouldn 't be able to buy a lot of gifts.
To me, she is the leader of our family and if it wasn 'tfor her, I don't know if I
would 've gotten over my problems of the past.
Sincerely,
Kathy
Sisters
Tamlyn's younger sisters have played a very important role in her life. After all,
she feels that she spent much of her own childhood helping to raise them. It was evident
as she spoke about them, that her bond to them is strong. Much of Tamlyn's life she had
two younger sisters, however a few months after Kathy and Jeff divorced, Kathy had a

brief relationship with another man that resulted in the birth of Camryn, her youngest
sister when Tamlyn was in high school. She credits her sister Noel for being one of the
most positive influences in her life.
When we were little, we were buds. I have three sisters. Noel, Molly, and
Camryn. When we were little, there was a lot we went through, me and Noel in
particular. We stuck by each other, no matter what. Even now she's right there
for me! It's the same— vise versa. Noel 'sjust been there with m,e and stuck with
me through thick and thin. If somebody had messed with me in high school, she
would have been on their ass. I don't see her as my half-sister, she's my real
sister.
Tamlyn holds onto a Dove chocolate tin foil that she keeps in her office and reflects upon
frequently, it reads: Life is a precious opportunity to make every moment count. Her
experiences with Noel and Molly come to her as she reflected on that saying.
Life is precious. I've seen two little babies not live very long and try to fight. And
how I've seen Molly (second youngest sister) go from being happy to not. I mean
just yesterday, I saw her go from happy to sad because she's so sad about her
dad, and how he's using drugs. She told me, 'Tamlyn, dad brought me home from
school, and all of a sudden he just started bawling in the car. And we were just
listening to music.' It just makes her so sad that he's hurting himself and she
can't do anything about it. She thinks we should all help him, but he has to help
himself. We can't make him go to treatment. I mean people have put him in there
before and he leaves. It's hard for her to sit there and wonder why she can't help
him. I used to be like that with mom; I think she's going through the same stuff I
went through. I can't be her babysitter. I try to tell her you can't change him, you
can't. I mean I know she's going to feel sad and sorry for him and all that stuff,
but she can't do anything about it. He's going to have to do it himself. Even
though it kills me to tell her that.
I remember what it was like. It's all I could think about. I was constantly thinking
and worrying about how I was going to be able to help Noel and Molly. I'd get
worked up and forget to take care of myself. It really didn 't get me anywhere.
Molly is different that me, I'm more vocal and will say what's on my mind, but
she' s more to herself, and doesn 't talk about her personal stuff to very many
people. Anymore, she doesn't really say that much to me. I think she does talk to
Noel about it though. I know she's sad.
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As Tamlyn thought about her family and sisters, she paused and laughed a bit:
It's a cycle. It was my job to look after Noel and Molly when we were growing up.
I do think I had it easier than Noel because I chose to leave. She felt that she had
to stay to look after Molly. Now, Molly is looking after Camryn. The nice thing
about sisters is that we always have each other's back. We all kind of raised each
other, which is fucking sad. We 're all different, much different than I expected.
Noel is independent, and has mind and a mouth of her own. Molly is very
nurturing, where as Noel and I are more extroverted. Ijust hope that Molly can
find someone to talk to that she trusts. I learned a long time ago that you can't
keep everything inside. And then there's Camryn, the baby. She's going to be a
preppy one. She's very athletic too.
My sisters and I have been through a lot. I try to hide it. I don't talk about it, and
I try not to dwell on it anymore. It used to bother me all the time, but I have to
move on. I always say what they did to us will come back to them. You know that
saying, what goes around comes around.
Despite facing challenges growing up, Tamlyn feels pretty good about the person she is
today.
I've learned that I can do whatever the hell I want. I can do it! I don't care what
the hell other people think. I've been through a lot of shit, and I can do it.
I'm proud of how I've grown to be the person that I am today. I'm happy that I
have Dirk and am thankful that he is so good to me. He's there to help me
rationalize how stupid people can be sometimes. The biggest thing I've learned
over the years is that my family and their problems are not my problem, and that I
can say No' to things.
Public Education
After Tamlyn and I visited about her life and post-school outcomes thus far,
we turned our conversations towards her schooling, and how well she felt school
prepared her for adult life. She continued to be open and honest about her experiences,
and her critique of her education and transition preparation.
An entitled individual. According to Tamlyn, school came pretty easy while she
was in elementary school despite changing schools three times. Interestingly, it wasn't
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until middle school that she was tested and qualified for special education services. She
recalled:
I had a reading person first. After that at some point, I started to fail all of my
classes because I couldn 't understand stuff. Everything was harder than it was in
5' grade. So, by the middle of my 6' grade year, I had an IEP. I was still going
to regular classes for the most part, but I went to language arts in special ed. I
think they were trying to feel me out a little bit to see how I would do. But by 7
and 8* grade I was in all special education classes, except math. Then in high
school, I was in special education classes for language arts, science, and social
studies.
As a relatively new teacher and being type of person who refrained from
questioning authority and accepting things as they are, I never inquired as to why Tamlyn
was in so many special education classes. In retrospect I should have. She had countless
things going for her namely her work ethic, and a willingness and motivation to become a
better student. These things would have been non-issues in general education classes. I
have a strong suspicion that she was evaluated for special services in middle school when
at least one teacher documented that she was not "keeping up" up with her peers
academically, and recognized that she had deficits in her writing. Requests for an LD
evaluation from teachers who notice students not performing to standards and subsequent
labeling is not atypical in schools (Apple, 1990; Wong, 2010). Another mark against
Tamlyn and a further plausible reason why she was identified to receive special services
is that she was from a working-class family. It is well documented in the literature that
one's social class has direct ties to learning disability identification (Carrier, 1986;
Sleeter, 1986).
As Tamlyn reflected upon her education, she was rightfully critical of the
educational programming she received. She was particularly concerned about the quality
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of her high school education where in retrospect, she wondered why her special education
teachers were not held accountable to follow the general education curriculum in core
academic areas. She specifically questioned the choices her 9th and 10th grade language
arts teachers (including me) made about how and/or what was taught.
In special ed. we read different books than the regular education students did. By
the 11 and 12 grade though, they started putting me in more regular education
classes, but Ihadn 't read the same stuff as the other students, and Ifelt like I
missed a lot. I didn 't understand why we had read different books than the
general education students. I didn't even know what the Mockingbird book was
when my teacher referenced it. I'm like, we didn't read any of this!! It's like we
were reading stuff that didn't matter. In 9l grade, Ms. P. had us reading Harry
Potter. How did she get away with that? She had some guidelines to go by didn't
she?
She then shifted our conversation and asked why we didn't read To Kill a
Mockingbird in our 10th grade language arts class. " I mean if To Kill a Mockingbird was
a required reading, couldn 't we have read it, but taken it at a slower pace? " She had a
good point, to which I had no response for at that moment. All I could come up with was
that it was my second year of teaching, and my colleagues told me I that I could do
whatever I wanted, so I did. I explained to her that I was never presented the general
education curriculum until my third year of teaching when we were required to align our
curriculum with that of general education. I was rather disappointed in myself that it took
Tamlyn's comment about why I didn't have my students reading the general education
required books for me to realize the disservice that I had done to so many of my former
students. Despite my exposure to the inequities found in public schools in my college
coursework, it was clear, I had reinforced low expectations for my students by assigning
books that were at lower reading levels than those of their general education counterparts.
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I wasn't doing anything, but teaching to my students' deficits, and limiting their learning
opportunities (Apple, 1990; Reid & Valle, 2004; Wong, 2010).
As we continued discussing language arts, Tamlyn also questioned our
approaches to writing instruction. She was and is particularly sensitive about her writing
abilities, and rightfully so. She believes that writing continues to be her greatest academic
struggle. We talked about her experiences in her special education language arts classes,
her 9th and 10th grade years before she was integrated into general education language
arts. She was especially critical of her 9th grade teacher's approach to teaching:
/ didn 't get anything out of Ms. P 's class. I think we journaled, but it's not like she
looked at it. She would conference with us, when you could get up to see her. I
remember there were times where I would have to stay after school because I was
failing. I stayed past 6:00pm at least once, just to have my stuff checked. There
were always these packets, and you had to sit and wait for her to check them.
Then, if you got one thing wrong, she circled it, and sent you back to your desk,
and it was up to you to figure out what you did wrong and fix I, and wait in line
again. That wasn 't teaching us writing skills. We were in special education
language arts, I mean we needed all the help that we could get.
Anyon (1981) found in her research with working-class schools that quite often
the work provided in language arts classes is punctuation and sentence writing rather than
theme writing. She found that the overall workload given to students lacks rigor in an
effort to minimize resistance from the students.
I asked Tamlyn to be honest when we talked about her 10th grade experience, that
whatever she said would not hurt my feelings. I needed her to be honest in order to
understand where she felt I failed her, if I had failed her, I also failed many other students
as well.
/ think the thing that I wished you would have done differently is that you
corrected our rough drafts, and gave them back to us. I would make the
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corrections for the final draft, but I never understood the mistakes I made. I wish
that you would have read my paper to me, so I could hear my mistakes, or
verbally told me what I was doing wrong, rather than just giving me my paper
back to read. What did that teach me? Just fix it, and hand it back in to get a
better grade?
During one of our visits about school, we reminisced about the classroom where
we held our language class her 10l grade year. It was a small, dingy blue room with no
windows, and no air conditioning. It was hot year round and was located in the industrial
arts wing of the high school along with all the other self-contained and behavior focused
classrooms. The year Tamlyn had me for class I shared the room with the automotive
technology teacher where one of the tasks of the class was to deconstruct a car motor.
Throughout the term all the parts of the motor landed on the front table in our classroom.
Not only was the room small and hot, it also smelled of grease, and there were plenty of
small motor parts that begged hands to touch. Tamlyn wondered, " Why was it that all of
our classes were in one end of the building?"
A great question. I reversed the question back to her. "Why do you think all of
your classes were in one end of the building away from everyone else?"
"Because they didn 't care about us?" The only response I allowed myself to
buster up was a shrug of the shoulders and the shaking of my head. I was unable to
express to her that she was right. There was no coincidence why the special education
classrooms were far removed from the general education population. She and her
classmates were hidden, invisible. This act of hiding special education students is not
untypical school settings (Ruggles Gere, 2005).
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As Tamlyn reflected on her experiences as a student with an IEP, she recalled that
she didn't feel different from students in general education.
/ don't think it really mattered. Like I think in middle school it mattered more, cuz
it felt like everyone knew. But, Lincoln High School is so huge that nobody really
knew. Nobody really knew what was going on, or what classes we were in, cuz we
took regular education classes too-like gym and electives. So, I don't think anyone
ever really knew I was special ed.
She thought about her public education experiences and summed them up poignantly and
honestly.
Looking back, and after having been to college now, Ifeel like we got passed. The
special ed. classes could have been harder, so we were better prepared for
college. I mean it seemed like all we did was worksheets, and as long as we did
them we got an A. My special education classes were too easy, once I got into
regular education classes, some were too hard. So, if I was going to have to take
classes in special education, I wish that they were harder. Why do they call it
special ed. ? There's nothing special about it. "
Tamlyn had the right to have her education provided in the least restrictive
environment, yet she spent nearly her entire school day in special education classes. Her
work ethic and her overall academic abilities made her a good candidate to be integrated
most, if not all of the day in general education. Yet, there she was, day after day, year
after year in self-contained classes. Once a student is tracked, upward mobility is
extremely difficult, and even more so when a student and their family are unaware that
they have been tracked. I would venture to say very few students in special education, or
their parents ever raise concerns about their child's programming. Unfortunately, they are
not exposed to the types of cultural capital that would lead them to question the
placement, nor the knowledge and skills provided in their child's academic programming
(Anyon, 1981; Lareau, 2003).
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Preparation for Adult Life
Using the Iowa Department of Education One Year Follow Up Survey instrument
(Iowa Department of Education, n.d.b) to guide discussions regarding her transition to
adult life, Tamlyn provided some constructive feedback regarding her preparation for
adult life while she was in high school. In the area of employment preparation, Tamlyn
indicated the following:
I wish that we had more electives to choose from, so that we could have tried out
different types of careers. When I was in high school, and thought I wanted to be
an interior designer, Lincoln only had one class related to that career. I don't
remember there ever being any classes that were related to social work. I
remember visiting a couple of businesses when I took my careers class and we
had speakers come in and talk about their jobs, but I never went on a job shadow
by myself.
Tamlyn was also critical of the lack of job preparation courses and activities. When asked
how well high school prepared her to find and keep a job she gave it a moderate rating
and added:
I only took one careers class when I was in school. I guess we talked about
finding jobs, but I don't really remember any lessons on how to keep a job. I mean
I guess in school I learned that you have to come to school, get good grades, in
sense that's like work. You can get fired from a job, but I've never heard of
anyone getting fired from being a student.
It is evident based on Tamlyn's feedback regarding her vocational programming that it
was subpar, and only grazed the surface of what could have been, and should have been
covered in greater depth and filled with practical experiences.
As is evident from several of our interactions, she felt incredibly underprepared
for postsecondary education and rated her high school very low in that area. "In the end, I
feel that my classes in high school hurt me more than they helped me. " Indeed, Tamlyn's

110

academic programming was not geared towards a student who was college-bound. It is
not unusual for students with an IEP to participate in classes and programming that do
not provide the level of intellectual stimulation that general education classes do
(Brantlinger, 2005). Tamlyn recalled, "I wish my classes would have been more difficult,
so I would have been adequately prepared for my college classes. "
While she indicated that she had participated in some elective classes that were
designed to help students develop independent living skills including classes in the family
and consumer science department as well as business education, and one independent
living class in her special education programming, she does not feel that those classes
helped her significantly in her adult life.
/ remember we went to look at an apartment when we were in independent living
class, but that was just one apartment. I wish we could have learned what to look
for when buying a home, or even looked at multiple apartments and leases and
that sort of thing. I still don't understand the utility companies and the options
they offer about being on a budget plan or not. Ijust wish we could have covered
those kinds of things. I took personal finance and money management early in my
high school career too. I was really young. I think too much time passed from the
beginning of high school until I was on my own, that I don't know how much I
retained. By the time I graduated, I'm not sure I really understood how to file
taxes, fill out financial aid forms, and managing my bills and stuff like that.
It is clear that Tamlyn received insufficient transition planning and programming,
and experienced a great disservice being placed in a large number of special education
classes throughout high school. I believe that most, if not all of Tamlyn's teachers in high
school were well meaning, but deeply oblivious to the fact that our programming
reinforced our student's lack of mobility. My colleagues and I have on occasion been
known to say something to the effect that our ultimate goal is to get as many students out
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of special education and into regular education as we can. Yet, I believe we are deeply
afraid of that prophecy and unknowingly sabotage our student's futures.
The Struggle that Lies Beneath
I learned a great deal about Tamlyn and myself as a teacher and as a transition
education advocate by conducting this study. I remain amazed by Tamlyn's resilience,
honesty, and determination given her struggles. Her experiences told in her own words
have and will continue to inform my own personal practices as a special education
teacher. Our conversations left me feeling chagrined to say the least, but it provided me
an opportunity to critically analyze the transition and vocational programming available
to the current students at Lincoln. Since Tamlyn left school the dynamics of our level one
program have changed significantly, and we have more special education students
spending the majority of their day integrated into regular education classes than we did
when she was a student. This is a beginning, but one thing that has not changed is the
number of students we serve who come from poor and working-class families.
As I thought about the programing offered at Lincoln, several implications began
to glare at me. First, I began to realize that much of the teaching in the special education
classrooms is conducted from a technician's perspective (Iano, 1990). Quite often we
teach to students deficits by using specific methods and strategies out of context of
anything meaningful to students' lives. Another implication of this study that I realized at
the conclusion of our interviews was the issue of labeling. Is Tamlyn learning disabled, or
did middle school educators sense that there was a "problem" with Tamlyn and the best
way they determined to "help" her was to identify her with a learning disability? While
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the general presumption was, yes, a team of educators wanted to help her; in the long run
the label provided significant under-expectations of her. Those under-expectations
detrimentally affected her postsecondary education outcome. Had Tamlyn been included
in more general education classes, she would have been better prepared for the
expectations of postsecondary education.
It is my hope that her experiences in school and preparation for adult life will
provide reasons for additional dialogue as we continue to move the field of transition
forward. Her story also sheds light on the need for educators to be ever-cognizant of the
influence of social class on the education students receive, as well as the frequent
labeling of students from poor and working class as learning disabled.
Andrew-The Metal Man
Just as I asked Tamlyn to title her life story, I asked the same of Andrew. His gut
instinct was to call it Butterball Pete. I remember smirking before I asked him why. His
response was, "I dunno, I've never really thought about putting a title on my life.'" I told
him I thought we could come up with something better. By the end of our visits we
decided on The Metal Man as a better representation of his life.
Andrew entered my language arts classroom as a sophomore full of energy and
angst. His precocious behavior and critical thinking intrigued me from the beginning.
What bothered me as the school year went on was his increased lack of attendance and
interest in school. He was definitely one of the brightest students that I had, yet he had
little interest in following through on assignments. I remember having to dig deep into
my bag of tricks (which mostly failed) to keep him focused, while he was in class.
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Andrew was an only child hailing from a working-class family. Both of his
parents worked hard to make ends meet, and much of his life his family spent living
paycheck to paycheck. His mom is high school graduate who did not pursue any
postsecondary training until Andrew was in late elementary school. His dad is a high
school dropout who was fortunate to obtain employment as an over-the-road truck driver.
Andrew was a bigger kid- physically. He had long, dark, floppy, and curly hair
that covered his eyes most of the time. His clothing attire was composed of mostly cargo
pants (khaki and army green), and wore black t-shirts, most of which had metal band
logos screen-printed on them. The kids in my classroom seemed drawn to him, and it
was clear that he enjoyed being the center of attention. Most days, he would take his seat
dramatically when the final bell rang and slouch in his chair—sometimes placing his feet
atop a neighboring desk until he was corrected.
I remember talking with Andrew frequently his sophomore and junior years about
what he wanted to do after he graduated from high school. I tried to have these types of
conversations with all of my students casually throughout the school year. There was
always personal fear loaded into this question because I worried about what each
student's response would be. Frequently occurring responses included: "I want to be a
doctor or lawyer," or for some it was, "I want to be a pro-football player," even though
they had never participated in a competitive sport. So, when I asked Andrew what he
wanted to do after he graduated, my insides cringed each time he would self-assuredly
tell me, "I wanna be in a band." Was he joking?
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I always inquired further when students told me what their career goals were. I
might ask a student who wanted to be a doctor or lawyer, "Do you know the classes that
you have to take?" or "Do you know how many years you have to go to school for that?
Right now you have difficulty attending high school every day." For the potential proathlete, I might ask, "Are you on a sports team at school?" "No? Maybe you should look
into joining the basketball team." I felt I could usually peg students who had unrealistic
career aspirations.
I remember being disappointed when Andrew fell into my "unrealistic dreamer"
category. There was SO much potential to be wasted on the dream of being musician. No
band from our hometown has made it big enough to be recognized nationally or
internationally. What are the chances he would ever really make it in the music business?
I remember talking with him often about what other interests he had, so that he had a
back up plan if the music thing didn't work out for him.
On a daily basis, Andrew wore heavy metal band t-shirts, and was constantly
strumming his air guitar. It seemed as though most of our conversations revolved around
music and his band, but there was no way in my mind that he would ever make a living
doing that. To his credit, Andrew had a knack for music, and he began tinkering with
guitar in middle school when a summer school buddy asked him if he wanted to start a
band. That conversation ignited Andrew's music fire. Shortly thereafter, he purchased
an electric guitar from a friend. He was even able to take lessons for a brief time. He was
proud that he had surpassed another guitar student who had been taking lessons for more
than three years in a few short months. Nevertheless, I felt I needed to help this bright
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young man find another career that he could be passionate and successful in that would
allow him to support himself, and a family.
Andrew's attendance at school got continually worse, and by the time he was a
junior, a meeting was called. The administration suggested that it was time that Andrew
consider his options; he could either stay enrolled at the traditional high school and
improve his attendance, or transfer to the alternative high school. Andrew opted for the
alternative high school, but only lasted a trimester before his advisor there recognized
that his attitude towards attending school had not improved. She suggested that he
attempt to obtain his GED. After some thought and discussion with his family, Andrew
decided to pursue earning the GED. It was a successful attempt that resulted in receiving
a diploma at the same time as his same-aged peers graduated from high school.
Life Since Receiving his GED
Andrew, now 21 years of age, shared his life story and personal views on his
transition from school to adult life with me. For Andrew, the road of life since receiving
his GED three years ago has been paved with some good times, and the occasional tough
time. Just as with Tamlyn, our visits were concentrated on his personal reflections on his
life with particular focus on post-school outcomes (employment, postsecondary
education, independent living, and personal/social relationships), his public education as
well as thoughts on his preparation for adult life.
Employment. Since leaving high school, Andrew's goal of becoming a musician
has not waivered. On a daily basis he can be found working towards his professional
goal of being in a heavy metal band—either practicing, or trying to line up gigs. Effort-
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wise, that is his full-time job. While he says his band isn't making money (any money
they do earn goes into the Band Fund for equipment/travel), he has been hard at work
trying to establish his band in the heavy metal music scene locally and throughout the
Midwest. He is also working towards making his band recognizable nationally, as well as
internationally. Over the past few months he and the band did an east coast tour hitting
cities like Baltimore, Manhattan, Philadelphia, and Pittsburgh. While on tour in
Manhattan, the band was spotted by a representative from a subsidiary of a major label.
They were impressed enough by what they saw to invite his band on a European tour. He
recalled the conversation with one of the reps:
They said that they liked our sound, but they 'd like us to tour for a while. We got
signed by their promotions company in Toronto. Europe's where Metal's at.
That's where most people go to tour. Here, people are all about hip-hop, but in
Europe, it's all about metal, and I guess Techno. Hopefully, we '11 get big and
other record labels will come after us, and we can have a bidding war.
Nearly 10 years after getting the urge to be in a band, he sums up his goal:
My goal, at the end of every day, when I put my music down is to be the most
dominant band to come from America, EVER! That's my goal, when I end
everything. I set goals, but I don't know how I'm going to get there, but I just
KNOW that I'll get there, and Ijust keep working hard. Till now, things have just
happened. I believe that as long as you work hard, and have a positive attitude, I
think you '11 always keep going forward. You can work hard and have a negative
attitude, and I don't think you '11 get anywhere.
Being in a band doesn't pay the bills, at least not yet—according to Andrew. So
having another job has been imperative. The bills need to be paid. Finding employment,
even when he was in high school was never a problem for Andrew. Keeping a job for any
length has been the hard part. Since leaving school, he has been employed mostly parttime at several "crap" jobs as he calls them.
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/ think shortly after I got my GED, I worked at a fast food place for a month. It
was terrible! Then I roofed. When the weather turned, I did snow removal and
then I did lawn care. The owner was going to pay me $10 an hour to do snow
removal, and another place was offering me $18, so I changed jobs. But, I shot
myself in the foot, because they wouldn 't hire me for lawn care in the summer
because of my piercings. They go from $18 in the winter down to $9.50 in the
summer. So, no, I'm not gonna take my piercings out for $9.50. So then, I went to
work for a mechanical parts company. They pull parts for various companies in
the area. My dad got me that. And I worked therefor a little while, Then the work
became sporadic because they 'd say that a certain company doesn 't have enough
parts this week, so you eight people go home and we '11 call you back. They 'd call
you back and you 'd work two weeks. I couldn 't collect unemployment because I
wasn 't there long enough. But even if I was there long enough, I'd probably start
collecting unemployment, and they 'd call me back its just dumb! Then I decided,
I'm gonna do my own thing. That's when I started scrapping metal, and my music
picked up a little bit.
Right now, at age 22, Andrew is not working full-time. Early on in our
conversations, he reported that he's satisfied with his current job situation. Being selfemployed scrapping metal and doing odd jobs, he's pulling in somewhere around
$20,000, and the job offers the flexibility he needs. He says:
/ can leave and come back whenever I want to. That's what I need. I mean with a
normal job, I don't think too many employers would let me do what I have to do
when I get an opportunity to play gig. Most jobs around here would be like, "Do
you want to workfor us, or play a show some place?
Currently, scrapping metal is Andrew's main source of income. However, during our last
conversation he sullenly told me that he was looking for a "real" job again. While he
enjoyed the flexibility of scrapping and being his own boss, the reality of bills and a list
of wants (including attending community college to work on becoming an electrician and
a new car) did not match his income. He told me that he hoped to find work as a forklift
operator. He said that having a full-time job with benefits, while constricting as it may
be, is in his best interest financially, at least for now.
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Much like Tamlyn, Andrew has never been concerned with finding a job that
makes a lot of money. Rather, having a job that he is passionate about makes more sense
to him. But, he knows that in order to live and provide for himself and his fiance, he
needs to bite the bullet for now, and will need to work jobs that he isn't passionate about,
so the bills get paid. Despite the struggle of making ends meet, he appears to be upbeat
about his life. He explained how he stays positive:
I believe in the Law of Attraction. The Law of Attraction to me is that you can
attract anything you want into your life with positive thinking, and you have to be
thankful for everything that you have. Ibelieve that you attract things into your
life. Even if it's negative stuff you attract that too. I'm always thankful, try to stay
positive, and always work hard. If you 're staying positive, good stuffs gotta
happen. I know things will work out for us. I keep positive. That's what I always
try to do. I try to put a positive spin on everything, then it's hard to go to the
negative side. It's kind of human nature to let yourself go to the dark side, but I
try to ignore it and stay positive.
While Andrew isn't entirely sure where he gets his drive and ambition from, he
believes his parents deserve some credit. He reflected:
/ think my dad has a good work ethic, but he has no positivity or dreams. So, he
stays hard at it, and my mom has the dreams. She works steady at it, but it seems
like she 11 often decide that she's tired, and only work part of a shift. I think she's
just getting lazy. I know I have to work really hard at not being lazy. I know I can
be, but I try not to be. I think I have my dad's work ethic and mom's positivity.
He remains ever-hopeful that his work ethic and positivity will lead him to the music
promise-land.
Postsecondary training. After Andrew earned his GED, his mom drove by the
local electrical apprenticeship program. Knowing that Andrew was decent in math, and
wanting her son to have a skill or trade, she approached him about applying. For over a
year, Andrew contemplated it. He was content with his life, but as he started to think
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about his future and wanting to get out of the Midwest, he decided that learning a trade
might make finding employment easier.
/ called when they were accepting applications, and I applied. I took a test and
got 92.7 on it, and had two interviews. Right now I'm in the pool. If anybody in
the pool got higher than a 92.7 they will get selected for the next opening. They '11
keep me in the pool for 2 years. If nothing happens between now and then, I can
reapply. I did it mostly for my mom, I mean I dunno. I'd probably be unhappy
doing it. I've done electrical work, it's boring til you get shocked; then it's
aggravating.
Down the road, Andrew indicated that he's not completely opposed to pursuing a
degree in music. He even thinks it's possible that he could pursue a PhD in it. But, for
now, he's content with where he is. He said, "I'm so focused on my own music right now,
that I want to wait until I'm older. I think I'd like to go back once I'm settled into my
career in music."
Andrew has several paths that he is considering. He is not convinced that college is a
good fit for him right now, and sees the electrical apprenticeship as a more direct path to
making a living as he continues to work with his music.
Independent living. Andrew has been living on his own since his parents moved
from his hometown to Phoenix. This transition happened shortly after he earned his GED.
They had been looking forward to moving there after visiting and falling in love with it.
Both quit their jobs and moved there, but their stay only lasted a few months when they
realized that the crime rate in the part of the city they resided in was overwhelming.
During the time his parents were away, Andrew considered himself homeless, and
lived out of his car, and often slept under bridges or outdoors. When asked if he ever
considered staying at a homeless shelter he responded:
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No, I don't like homeless people. They strike me as seedy, you know? Some of 'em
are cool, I guess. They 're just trying to get by, but some of 'em are crazy. I don't
trust being asleep when they 're there. I'd rather be where I know that nobody
knows where I am.
Lucky for him, the few months he was homeless the weather was warm, and he didn't
have to worry about the harsh Midwest winter. If he remained homeless during the
change of seasons, he responded, "I would have figured something out. It wasn 't nothin. "
While his hometown will always have a place in Andrew's heart, he does not plan
on living there much longer. Right now, he hopes to be able to relocate to sunny San
Diego within the next couple of years. He doesn't expect that the rest of his band mates
will want to make the move out West unless they get signed by a major record label
before then. Which means that he'll need to find new band mates committed to making it
big when he gets out there.
While being self-employed has some advantages, the financial uncertainty can
cause some stress. For the last year Andrew and his fiance have rented a nice apartment
together with lots of amenities. Money has been one of the biggest challenges to living on
his own. When reflecting on his finances he says, "It should be stressful, but I don't let it
get to me. I let Maci deal with the stress. She '11 say, 'How we gonna pay for this this
month?' I tell her, ' Don't worry about it, just know we '11 pay it.' And we always do. "
Not knowing whether, or how the bills are going to get paid might cause stress for some
people, but Andrew refuses to get too worked up about anything. He explained:
I get into moods every once in awhile, but I never get too worked up or angry. I
try to push myself through. I've seen people who are miserable and stress out
about everything; their life sucks, it does! I've never seen any body who's stressed
out all the time and be like, 'man, I love my life!' They always hate their job,
there's something wrong at home.
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Personal/social. Andrew credits his parents specifically, for teaching him the
most important lessons of his life. He reflected, "They've taught me the basic stuff not
cheating or lying. I guess the biggest lesson my parents ever told me was to always be
yourself. " He admits though, that they've had a hard time occasionally dealing with his
American dream to be in a successful metal band.
My mom supports it, but I think she worries. My dad wanted me to probably be a
football player. I think he sees a more direct path to something like that than to
music. When I started music, I wasn 't very good. It was almost like he was
ashamed of me. He even told me to stop doing it, and go back to drawing because
I was good at that. But, then I got good at music, and now he's like 'check out my
son!' Ijust think he wants to be proud. And I think he is to a certain point.
My relationship with my dad is the strongest of my parents. But it's weird; like he
can be really mean, and say things that he doesn 't mean. Then he 11 come back
later and be like, "I'm sorry, " He wasn't even there when I was born. He would
tell me, 'Ya gotta make money, babies are born every day.' I want to be like,
'Yeah, but I'm your only son, you don't get to see that everyday.' My mom's got
love for me, but it's weird. I'm not overly lovey. She's always told me, 'Ifyou
ever go to jail, I'm not gonna bail you out! You '11 just sit there.' She loves me, but
she's not going to do over the limit for me.'
Another significant person in Andrew's life is his fiance Maci. The two have been
together since they were 15 years old. When he speaks of Maci and her influence in his
life, it is apparent the important role that she has played in his life.
She's my soul mate. It's like I'm a half circle, and she's my other half. Without
her, there's no doubt that I would still accomplish my dreams, but I think it would
be easy to get addicted to something. I seem to want to jump headfirst into
everything, but Maci keeps me from doing that. I never want to disappoint her,
you know? I don't ever want to see her sad or make her sad. She makes me think
about my actions, at least some of the time. I still do stupid stuff. The other night
I ate a banana, and Ijust threw the peel out the window of the living room. She
got mad at me.
She's also had the most positive influence on my music career. She's
been the only one who has constantly supported me.

probably
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It seems as though Andrew's adept social skills have worked to his advantage as
he continues to move forward on his road to musical success. Knowing that making it
big requires big bucks and a record label, he needed to establish a partnership with
someone with connections who could also help bankroll the band a bit. Over the years,
his father has become a trusty customer at a popular tattoo parlor in town. Andrew often
went with his dad when he got a new tattoo, and got to know some of the artists on a
more personal level. The guys at the shop recognized Andrew's talent and passion for
music, and agreed to sponsor the band. They were also interested in helping Andrew
establish his own record label named after the tattoo parlor.
While the sponsorship has been helpful, he acknowledged that their agreement is
only verbal. He admits, "Right now everything's verbal, I probably should do a contract
cuz we 've gotten burned a few times, but it's kinda hard to be like 'hey, let's do a
contract' to people you 've known your whole life. "
It was apparent, that Andrew was well on his way to attaining his career goal.
Andrew is driven to succeed as a musician. He reiterated several times during our
interviews the personal significance positive thinking has on him.
/ think that I was born with a driven nature. I think I've also absorbed a lot of
different techniques. There's no one in my family who is like me. I guess if you
look at my cousin's on my mom's side, they are pretty driven. One cousin lives in
Denver, and he's a doctor. Another lives in Phoenix, and he's a successful
salesman for a brick company. Another one lives in Philadelphia, and he does
something in sales too. They 're driven, but they 're dicks too! They 're assholes,
straight assholes. They're full of themselves. They make fun of my piercings.
When I see them they're, "Aww, we're just kidding. " I wanna say, "No dude,
you 're not kidding, and you 're being a dick. " Maybe they 're cool with their
friends, but I don't really relate to them. If you look at my cousin's on my dad's

side, no one has amounted to much of anything. One cousin works at a restaurant
as a cook and has five kids and gave four of them away.
Public Education
As a student who had experienced a lack of success for so much of his education I
was eager to talk with Andrew about his school experiences and transition programming.
Entitled individual. While Andrew can't remember the exact year he became
eligible to receive special services, he remembered that it was during late elementary
school.
I just remember a man we called, Dr. Mike said that I needed to be placed in
special ed classes. He also said that I needed Ritalin. I never ended up on Ritalin,
but I did take Adderall and some other weird drugs. I'm not a fan. I had loss of
appetite, and I'd come home and I'd have kept my jaw clenched all day. Then I'd
get home, and it 'd wear off. I think I took it on and off from 5' grade to high
school. I'm pretty sure every kid has some degree of ADD, I mean it's hard to
focus when people are being boring and not interesting.
Being labeled special ed. was a little weird. It made you feel like you 're not
capable. But, then again, I never really questioned it because I was told that I
had a learning problem when I was in the 3rd grade.
Not all of his school experiences were positive, having always been a bit heavier
than his peers, he was also the recipient of bullying. Middle school was the worst
regarding peer interactions and impulsivity he recalled:
The first middle school I went to was a horrible experience. The kids made fun of
me. I got pushed, calledfat, I got kicked, and tripped, and called other names. I
think that the teachers knew what was happening to me, but were like 'he's
obnoxious and deserves it.'
I'm not gonna lie, I did some stupid stuff. One time I threw a pencil down the hall,
and somebody scolded me, and told me, 'you could have taken somebody's eye
out with that.' Then another time during a skating party, I got kicked out of the
skating rink because I threw a marble across the rink, and a bunch of kids fell.
They kicked me out of there for life. Who thinks that a marble is gonna hurt
somebody? I never meant anyone harm.
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/ remember at conference time, one of my teachers told my dad, 'Andrew should
give up because he's never going to make it anywhere' or something like that. My
dad got mad, and I think that's about the time my parents transferred me to a
different middle school, so I could be with more of my friends. I think they knew I
was miserable. At my new school, I think I got made fun of once, but I had friends
there who stuck up for me.
I had the opportunity to have Andrew at Lincoln in my sophomore language arts
class. My instincts told me almost immediately that he was not placed in special
education because of ability, but probably for work completion or something trivial.
When I asked Andrew whether he thought he was appropriately placed in special
education classes, he responded that it was a good fit for him. But his answers to my
questions indicated that he didn't necessarily identify himself as having any type of
learning disability, but perhaps felt most comfortable in special education classes, as
there were peers who exhibited similar behaviors as he did. He reflected on his high
school academic programming:
/ had no interest in paying attention in normal classes. The special education ones
went slower, and the teachers seemed to be more involved with the students, and
the material. Well, most teachers anyway. My world history teacher would teach
stuff, but if you didn 't get it like the other kids, she 'd make you feel stupid or
something. I developed kind of a hatred for her. I'm not even sure she liked kids.
For the most part though the other teachers seemed to be really patient. They
would only get upset if you acted like a complete jackass. I understood what was
going on in the classes for the most part, but I don't know, I was just more
interested in meeting people, and music, than I was in classes. At least in the
special ed. classes it was like you learn a little, and talk a little.
As Andrew told his story, by the time he reached his junior year, his attendance in
school had become increasingly sporadic. He had finally caught the attention of the
attendance facilitator who began closely monitoring his time spent at, and away from
school. The documentation was collected and finally, a meeting was called towards the
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end of the school year to see if the alternative high school might not be a better fit for
him. The meeting involved Andrew, his parents, his guidance counselor, the school's
attendance facilitator, and the intake coordinator from the alternative high school.
Andrew recalled his final year at Lincoln:
/ think that I was pushing them, and I was going to see how far I could go until
they did something. I mean, I made it all the way through the if grade. A lot of
my friends got shipped away within a trimester of starting 9 grade. The only
thing I can think of that they did different was they got caught with drugs on the
premises, and shit like that. But, now that I think about it, I did show up in 9l
grade. I was there. I really started skipping when I got a car and could actually
go somewhere.
Once his parents realized he was using his car to escape school they would often take it
away from him. Andrew said by then, he was in the habit of skipping with friends who
had cars. It wasn't difficult to leave campus once you knew someone with transportation.
He reflected, "Every day there was someone new who would be like, 'hey let's skip.' And
then you 'd hang out with them all day. "
Andrew was enthusiastic at the start of his last year at Lincoln and he planned on
making things work. He had always been an avid football fan, and finally decided to go
out for the sport. But, difficulties accepting directions from one of the coaches ended
those hopes early. He recalled:
/ went out for football, and the coach was telling me what to do. Just normal
football stuff, really. But, I was like, why am I taking this from a guy who's so fat
that he can't even walk? I got spiteful and was like, fuck this, I'm not gonna be
here anymore. So, I stopped going to football and school. I got called into the
office one day when I was there, and the administrator said, "We think you 'd be
better suited at Municipal (alternative high school). " They gave me the number to
call to enroll, and off I went.

Unfortunately, while the alternative school is a good option for some students who
struggle at the traditional high school, there are some students, particularly those with
attendance problems like Andrew, that don't make it there either. The biggest difference
between the traditional and alternative high school in Andrew's opinion was that at the
alternative high school, the teachers seemed to know you better.
/ don't think that I ever completed anything there other than a guitar class. I only
went therefor that. I was even one of the teachers. There was only me and one
other guy who knew how to play. I remember my advisor came to me and said
that they didn 't know if they were going to offer that class the next trimester.
Since my attendance wasn 't good and I didn 'tpass anything else, she suggested
that I might think about getting my GED.
Was it possible that there was something that someone could have done that would have
prevented Andrew from making the choice to skip school, and inevitably drop out?
According to him, no.
I'm driven to a goal that I want. I like to socialize, a lot. Quite a bit. More than
most people. I'm a social butterfly, so I don't think that there is anything that
anyone could have done that would have led to me earning a high school
diploma.
Technically, according to state terms, Andrew was a dropout. Since he wasn't
successful at either the traditional or alternative high school, he had crossed the line into
dropout status. For a while, he recalled his mom making a big deal when he would skip
classes or school entirely. Then things changed:
Towards the end of school, when Iwouldn 't go, it's like my parents stopped
caring. Which is weird. They just stopped caring. At first it was kind of a relief to
have them not nagging at me, then I started to wonder, 'Why don't they care?' My
mom started telling me that I should just get my GED. She was like, T don't care
if you don't go to school anymore, just don't be stupid.' I would tell her, 'Dad
doesn 't have his GED.' Then she 'd always tell me, 'Well, he got lucky that he got
his trucking job.'

With Andrew's lack of follow through in school related areas, it was hard to know
whether he would follow-through with getting his GED. Andrew learned about the
process, and decided to enroll. He recalled:
In high school you have to come and do stuff, and the GED process was more a
matter of, as soon as you got the test right, you would be done. I completed the
process, and finished it at the same time as I would have graduated. I don't know,
it just seemed easier. There was a great reward at the end. It didn 't take time. I
didn 't have to sit in a classroom all day. I would go and take a pre-test or two,
and then leave. I'd come back another day, and do the same thing. I nailed the
pre-tests, and then they sent me to take the actual test. I passed it on the first try.
At first after earning his GED, Andrew didn't feel great about the
accomplishment. He thought that if he had a high school diploma, it would be held in
higher regard by society. However, he learned after he got out into the real world that
employers really didn't seem to care whether you had diploma or a GED as long as you
had one of them- it was good.
Meeting people was never a difficult task for Andrew. His big, outgoing
personality isn't over the top, making him an attractive friend for many. He recalled:
When I was in high school, I met so many people. I heard one time that there was
a band at school. Ijust went up to them and started talking to them. Next thing I
knew, I was in a car and headed to Des Moines to see a show. I could be
anywhere and overhear a conversation and I would just join in.
It was Andrew's sociability that might have led to the demise of his high school
education. Andrew had started to become depressed. He recalled:
During the last part of my senior year, when I was attending Municipal, I became
very depressed. I had met so many people in high school. I knew that I would
never have the opportunity to come across such a large pool of people again. I
knew it became an issue when I would go to sleep at night and hope Iwouldn 't
wake up. Or, the best part of my day would be when I went to sleep because I
didn't have to think anymore. School to me, was an opportunity to socialize and
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learning was secondary. I started taking medicine then, and I still take it to this
day.
The importance of friends and socializing arose several times during Andrew's
interviews, which is not untypical. Many students and dropouts have reported that one of
the best parts of school is socializing (Kortering & Braziel, 1999; 2002). As he continued
to reflect on his high school experience, he acknowledged that of all his friends only three
graduated, the rest dropped out. He admitted that he wanted to graduate and receive a
diploma. But, he felt at some point that the choice became school or friends. He agreed
that peer influence made a big difference in his attendance. Andrew stated:
I probably would have been in school more if I had more positive friends. If there
was nothing to do other than school, I probably would have stayed in school. If
my friends were in school, what would have been the point of leaving?
As we continued to visit, I asked whether he thought he might have graduated from high
school if he wasn't in special education. I suggested that the classes he would have been
enrolled in would have provided more of an intellectual challenge, and the pace would
have been quicker not allowing quite as much time to become disengaged with the
material. He thought about it, and agreed that his high school outcome may have been
different.
My closest friends were in my classes, so if I was in more regular classes, I would
have had different friends. I never would have probably met a lot of the crowd
that I hung around with. That really is the main reason I didn 't come to school
very much was the crowd I hung with. They 'd skip, so I'd skip. I'm not so much a
follower, but I want to have a good time. If the good time was happening in the
classroom, that's where I'd want to be.
Each time Andrew and I visited about his school experiences, I would pose a
question about whether he really thought he had a learning disability. At the beginning,

he said that he felt he needed the smaller class size, but by our final conversation when I
posed the question differently, I got a different answer, the one that I had been hoping
that he'd realize. I asked him whether or not he recognized a difference in ability
between himself and his peers in special education classes. His response, "Yeah. I felt
that so many of those kids in my classes were so slow to pick up on stuff. I guess I do
remember thinking a lot, what am I doing here!" So the question that begged to be asked
is what could have the education system done differently that would have helped Andrew
be more successful in school. To him, the answer is simple:
School didn 't want to adapt, or bend to me, they wanted me to conform to them. I
had ADD. I still have ADD. Ifeel like I need to draw while I listen. That didn't
work for my teachers, and to be told that I can't draw didn't work for me. I don't
know why it was a big deal. I would be listening and drawing, and a teacher
would tell me to stop it. Soon as I stopped drawing, I checked out and lost my
focus. Then Ifelt attacked when the teacher would ask me what they just said, and
I couldn 't tell them. I don 't know how many times I was told that if I didn't stop
drawing that they would send me in the hallway. I would go sit in the hallway
and I'd be worse off there because I'd meet other people who had been kicked
out, or were roaming the hallways, and I'd go hang out with them.
The way his teachers talked to him also influenced in his attitude towards school. While
in middle school he recalled the following conversation with a teacher.
Ms. B would always walk around the room and then stop at my desk and say,
'Why haven 'tyou done anything? What have you been doing this whole time?'
Then she 'd say something like, 'Whatever, it's your life.' At that point I would be
like, I don't want your help. I don't want to do your schoolwork. I don't want to
talk to you.
Many of the events he recalled with several of his teachers indicated that a control issue
had emerged between him and them. Ultimately, when a student does not respond
appropriately to the instructional material or behavioral expectations set, the teacher's
perception of unwillingness or inability to learn on the part of the student is strengthened.
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Inevitably, the student picks up on the low-expectations by the teacher, thus instigating a
self-fulfilling prophesy by the student that he/she will not be successful in school (Rist,
1970).
Interestingly, Andrew felt that he had some accountability over how some of his
teachers treated him.
/ think that I expected a lot from my teachers, yet I didn 't give them much to work
with. I mean, teaching was their passion otherwise why would have they picked
that job? I can see how some teachers can get wore down quickly. I think that I
could tell which teachers loved their jobs, and which ones didn't. I tended to do
better in the classes where the teacher really seemed to love their job. I wanted to
try for them. On the other hand, I would take advantage of the ones who were
wore down.
Andrew accepted responsibility for the events that led to him dropping out of school, yet
his self-blame is excessive. Unfortunately many of the teachers, facilitators and
administrators at both Lincoln and Municipal let Andrew down. His dismissal from both
schools transpired because he didn't conform. He frequently challenged and offended his
teachers and other education professionals. Andrew was working-class.
Preparation for Adult Life
During my interviews with Andrew, I would bring up school each time. It was my
attempt at obtaining an indication about his views of his public education, as well as
some experiences that might shed some light on his post-high school outcomes, and the
events that led him pursue his GED. Essentially, I had wanted him to really critique the
education that he had received, and be honest like Tamlyn. As I did with Tamlyn, I asked
Andrew to take the Iowa Department of Education One Year Follow Up Survey (Iowa
Department of Education, n.d. b). In what follows are the outcomes of some of our
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conversations. As Andrew attended a traditional high school, as well as the alternative
high school, I asked that he respond to each question with an answer for each high
school.
One of the first survey questions asked that he rate how well high school prepared
him for what he wanted to do after he graduated. He stated that neither high school
prepared him well for becoming a musician:
What I've done so far has nothing to do with anything I did in high school, and
any job I've had so far has been a crap job. I do wish that I had taken more
advantage of participating in talent shows when I was in school. But I also know
that had someone talked to me about being in it, knowing the state I was in,
there's no way I would have even tried out. I remember one of my 8' grade
teachers telling us that we needed to take advantage of as many things as we
could during high school, because when it's gone, it's gone. Back then, I just
didn 't want to do things affiliated with school. Maybe if I had made a strong
connection with a teacher who was really into the arts and pushed me in the right
direction, I might have taken the chance, but honestly, Iwasn 't there enough to
make a connection.
I also asked him to think about how well high school informed him about possible
careers and job opportunities. He gave Lincoln a slightly higher "moderate" rating than
he did Municipal. At Lincoln, a commitment was made 13 years ago to ensure that every
student was exposed to career education. A coordinator established a curriculum for
students in grades 9-12 grade to be completed in their homerooms. The students met for
20 minutes biweekly from September-February. I was curious to get his thoughts about
the curriculum. He responded that while it would have been an easy class to skip, if it
was on the days he chose to be at school, and it was a homeroom day he would
participate. He admitted that the things he remembered doing most often were taking
career inventories. Unfortunately, to him it felt like they took the same career inventories
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every year. He found them valuable only in the sense that they confirmed that he had a
strong interest in pursuing a career in music. He didn't find many career exploration
activities in the brief time he attended Municipal either. However, he was provided the
valuable opportunity to take a guitar class and serve as the teacher and receive credit.
Yet, this carrot of opportunity was granted only once because the class was discontinued.
He indicated that neither school directly offered him the chance to participate in a
job shadow. The opportunities were present at both schools, but he was never approached
to participate in a job shadow, and never pursued it either. He did however go on a job
shadow with his girlfriend. He said that he looked at the list of job shadow opportunities
presented by the sponsoring program, but there were never careers listed that he was
interested in. There were no opportunities to go to a recording studio, or any other
opportunities directly related to music. He pointed out that he wished he could have seen
a counselor at the local community college or anyone who might have sat down with him,
really sat down with him, and spoke to him about other careers that may be of interest
other than music.
When asked about how well he thought high school prepared him for finding and
keeping a job, he gave both schools average ratings. But the more he thought about the
question he made an analogy between school and work.
Maybe they didn 't help me all that much. I mean if I missed as much work as I did
school, I would get fired right away. There weren 't any major consequences for
me at Lincoln until my junior year when they told me I might be better suited at
Municipal.
Unfortunately, Andrew rated both schools poorly on how well they provided
specific occupational skills. While Andrew could have participated in music
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programming at Lincoln, he did not feel connected enough to the school to seek out those
opportunities. He did participate in a music class his freshman year, but he said that
teacher didn't make music fun, so he chose not to re-enroll.
We also talked about how well he thought high school prepared him for
postsecondary education and training. Interestingly, he rated both Lincoln and Municipal
higher than I would have thought. He rated both schools as preparing him moderately to
pretty well. He recalled:
/ know how to take tests. I mean in school I never really thought I studied
algebra, but when I took the apprenticeship test I was able to figure out the math
without any trouble. Somebody had to have taught me that. I think that Lincoln
probably helped me prepare for postsecondary more than Municipal though. I
really liked how the Municipal teachers taught, and how much they cared, but
everything was taught on such a low level. That was the big problem for me
between the two schools. Lincoln taught you more, but they won't slow down for
you; Municipal's teachers present things differently, and really show that they
care, and help you out more, but that compassion compromises what you get
taught.
Andrew gave more credit to the schools than I would have regarding the
preparation he received to live a self-sufficient and independent life. The angle he took
from the survey question when he answered it was that the schools, both Lincoln and
Municipal, helped him accept responsibility for his actions. While responsibility is one
aspect of independent living, there are so many other aspects. We discussed his
enrollment in money management and personal finance classes and where he thought he
learned the most about finances.
/ took money management when I was there. I don't remember much. It was
probably okay, but with me, I don't necessarily remember where I learned
something, it just becomes ingrained and I know it. While I can't remember
specifically learning anything in the class, Ifeel confident that I learned at least
something from it. But I give my parents the most credit. They stressed good
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credit to me from an early age. I think they preached the importance of good
credit to me more than they preached, "don't do drugs. " My mom would always
tell me, you '11 have nothing without good credit. You always need to pay your
bills on time, she 'd tell me.
Andrew looked back at his school behavior and remarked:
I never felt like I was going to be a drop out. I was just focused on other things.
Now that I look back on those other things, both were equally lame. School and
where I went when I wasn 't in school. Now that I've been out of school for how
long, I went and took the Electrical apprenticeship test. There was lots of math on
it, and I knew Algebra. I wouldn 't know how to do that unless I learned it
somewhere, and it was in my brain to pull from. I can't say that I have the best
education, but I got one.
I asked him to rate his high school education on a scale of 1 to 10. His response: " /
would give it a high 7 or maybe even an 8. I can't say that I learned everything in
school, but it sparked a desire to learn. Hike everything that has happened to me; it's
built character.

The getting picked on....everything. "

No Regrets
Andrew has no regrets in his 21 years of life. Despite bumps in the road, positivity is
an important aspect to his life.
As of right now, I don't think I regret anything in my life. I mean what's the point
of worrying? You must be STRONG in your convictions. I chose everything I've
done in my life. So, I'll go with it.
Metal Man
Andrew, the Metal Man. That's what we decided to call his story. Metal governs his
world currently—in both his job as a metal scrapper, and his budding career in metal
music. And using that effervescent personality he added, "don't forget to add my
feelings; they're made of metal, too. " To some extent, Andrew's experiences in school
and since leaving school have required that he be made of metal. The thrashings he took
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while in school from his peers, and in many respects the treatment he received in school
by educators required a tough exterior. Since receiving his GED, his post-school
outcomes are sufficient enough that he is able to get by. But how far do you get in this
world just getting by?
Cason
The third and final former student I wish to introduce you to briefly is Cason, a
high school drop out who didn't give up without a little bit of a fight. I desperately hoped
that Cason would be a part of this study as students who drop out of school go relatively
unnoticed in outcome study research. His story in his own words will not be shared here,
for reasons that will be discussed later, but I did not want to disregard his existence, or
the factors that led to his departure from school.
I met Cason during my first year of teaching when he was a student in my
sophomore language arts class. Cason was an easily distracted young man who
struggled with focus and work completion. As I would learn over the course of the next
couple of years, Cason struggled with much more. My interest in Cason began early in
the school year when he was responsive to my willingness to help him with his work
completion during my prep hour. My prep hour served a much greater purpose than that
of tutoring Cason, at least it did for me. I was fresh out of college working with my first
set of students. I saw a lot of potential in Cason. He was polite, had a great sense of
humor, and could carry on a conversation with an adult. I thought it would be an easy
task to get him to buy into taking school seriously. I knew that if we could get him to
graduate that he would have a successful post-high school life.
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I worked with Cason regularly during my prep hour on language arts related skills
for more than two trimesters. During this time Cason revealed that his father was an
alcoholic on disability who would go to the bar as soon as it opened, and spend the day
there. I learned that his mom and step-dad were more than recreational marijuana users.
He described himself as anxious, and began smoking cigarettes at age 12. One day he
pushed his arm sleeves up, and told me that when he would get stressed to the max, he
burnt his arms with cigarettes. He told me that by the time he was a freshman, he too,
began abusing marijuana. He had been caught with the substance by the police, which
marked the beginning of many run-ins with law enforcement officials.
Cason never completed a full year of school at Lincoln. Towards the end of his
sophomore year, he was arrested at school, and taken to a drag rehabilitation center after
dropping a dirty urine analysis (UA).

He returned the fall of his junior year and entered

my exploring careers class. He worked hard in class; he had obtained employment in the
community, and attended meetings at the local substance abuse council. His attendance
was steady, and his productivity at school was at a level where he was just getting by. In
the spring of his junior year, Cason enrolled in my independent living class. He was
edging nearer to adulthood with his 18th birthday just around the corner.
One of our lessons in independent living class focused on peer pressure and
decision-making. He was open about his problem with drags and shared that before being
sent to drag rehabilitation, he had abused alcohol and that marijuana had been his drag of
choice. By the time he was finished with drag rehabilitation, and listened to other
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substance abusers stories, he became intrigued by the effects he heard about meth. I
became instantly concerned about him and the direction he was headed.
Shortly after Cason told me about his curiosity about meth, I noticed him
behaving strangely in the classroom. I suspected that he had abused some kind of drug
before coming to school that day, and I can still vividly remember, with tears in my eyes,
approaching Cason and asking him to visit with me in the hallway. Cason complied. I
asked him directly whether or not he had consumed some sort of drug. Shamefully, with
his head down, he admitted that he had gotten high, but would not confess what his drug
of choice had been. With that, I quietly lectured him about my own hopes and dreams for
his success beyond high school. I desperately wanted him to believe that there was more
to him than being a drug dealer and addict, that he was intelligent, and that he needed to
live for the future rather than the present.
At that moment I would have done anything to save him from what I knew he was
destined to become. I did not leave that conversation without tears flowing from great
sadness and anger. I attempted to regain composure and returned to our classroom.
Upon my return to the class I emailed the principal about my concerns regarding Cason,
asking that he contact Cason's probation officer. My decision to report Cason's drug
abuse was one of the most difficult decisions I have made in my teaching career, and one
that I will never forget. "Do the right thing" ran through my head. Do I turn Cason in and
let him go to jail, where he could get clean, or do I take comfort in the fact that he trusted
me enough to confide in me what he had done and do nothing? Before the end of the
class period, Cason asked me if I was going to turn him in. I told him that I already had,
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that I had no choice. He immediately left school that day and did not return the rest of
the school year.
The following fall, I approached a colleague who had a similar rapport with
Cason. We went to his house and approached him about re-enrolling in school and
graduating with his peers. We proposed a flexible schedule that included his required
classes and allowed him to sleep in. We presented him with our hopes that he would
graduate from high school and secure full-time employment in a profession he was
interested in. With some hesitation, he agreed to try to come back.

I knew deep down

that my colleague and I wanted Cason to return more than he did, but I refused to admit
it. Cason attended school periodically for a semester, and then stopped coming
completely. I was pleased that we had approached Cason, and had some solace thinking
that we had done everything we could, though I was disappointed in his decision to stop
attending school.
During the first week of classes the following Fall after his peers graduated,
Cason appeared in the back of my classroom one afternoon while I was teaching. I was
thrilled to see him, so much so that I stopped teaching class and ran back and gave him a
huge hug. As I began to small talk with him, he stopped and looked at me. With a big
smile on his face, he told me that he decided to re-enroll at Lincoln. He had already
spoken with the principal and counselor and gotten their blessings. I could not stop the
tears from flowing. I was speechless and hugged him again. This was it. This is what I
had been waiting for. Cason came back to school on his own terms. He was ready to
make the commitment, he realized that school was important, and recognized that he had
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the supports in place to do it. As we hugged he whispered quietly, "I've been clean for
three months." This was it, this was really it, I thought. He's going to make it. He's
going to be successful. With drug addiction behind him, there would be no stopping him!
Within a week of returning to school his best friend was sent to prison on drug
charges, and another friend's father was shot and killed accidentally with an AK-47. Not
surprisingly, there were drugs involved. These two stresses proved to be all it took to
shut Cason down. His attendance became more sporadic and eventually non-existent. A
few weeks later, my colleague and I met with Cason on neutral ground at a local
restaurant and presented him with options. He could enroll at the alternative high school,
or he could sign his papers and leave school. Cason, being the polite young man that he
is, said he would try the alternative school. We left our dinner with well-wishes and
asked Cason to keep in touch. Arrangements were made, but Cason never arrived at the
alternative school.
I hoped to be able to find Cason for this project even though several years had
passed without any communication between us. I also hoped that he would be willing to
participate in this project if I found him. With a little bit of intuition and a little bit of
luck, I did find him after nearly a month of dead ends. Unfortunately, I found him at the
county correctional facility. I wrote Cason a letter and informed him of my project and
my wish to be able to include him in my study. He called me the same day that he
received my letter and told me how it had touched him to the point where he broke down
for the first time in a very long time. He told me that he was honored that I had thought of
him ,and agreed to share his life story. We proceeded to have informal conversations
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several days per week, and even had two 30-minute personal visits over the course of the
month. During this time he divulged the circumstances of his incarceration, and offered
me glimpses of what his life had been like since we lost touch. A little more than a
month after we began visiting, Cason's good behavior, and the recommendation of his
probation office landed him in a work-release program.
Unfortunately, despite Cason's willingness to participate and share his story, the
fact that he was incarcerated placed him in a special category for participating in a project
such as mine, which required a full-board IRB review, and an additional review by the
correctional facility. I was willing to fight the fight and jump through the hoops that were
required for his story to be told. Then, just one day after receiving the paperwork from
the work-release program, I received an email stating that Cason was no longer a resident
and no additional information regarding his location or circumstances were provided. He
had disappeared.. .again.
I wanted this project to assign a voice to school-drop outs. I had hoped to learn
more about the influences in his life that led to his dropping out of school. The answers to
these questions were important to me as a teacher, as someone who entered the education
system to make a difference and see her students become successful adults.
Unfortunately, Cason's story will never be given the attentiveness it deserved.
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CHAPTER 5
DISCUSSION AND IMPLICATIONS
Introduction
As I discussed in Chapter 1, there is a long history of adult outcome research with
individuals having mild disabilities spanning over three decades (See Appendix A-E).
Each of the studies that included a sub-set of general education students reported that
former students (graduate or dropout) with disabilities had poorer adult-life outcomes
(See Appendix D). There is no uncertainty that the field of transition knows a lot about
the post-school outcomes of students with disabilities. What remained unclear to me,
before I began this study, was how much we understood about the lives of those who
graduated, received their GED, or dropped out. I was particularly interested in knowing
how they were faring in the world, and how they felt about their education and transition
experiences. My research project has help confirm the importance of listening to the
lived experiences of former students. It is from them that the field of transition can better
understand their lives, what the education system has done well, and where we need to
continue to focus our transition to adult life efforts.
One Step at a Time
Both Tamlyn and Andrew grew up in working-class families and spent most of
their schooling in special education. Despite bumps in the road, both of them are making
it honorably in today's world. Given the circumstances, Tamlyn seems to have adjusted
well to life given the forces that were mitigating against her, namely her special
education label. She deserved a better education than she received. While life has not
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been particularly easy for her, she had unyielding supports in place in her life, and felt a
sense of connectedness that I believe is an important facet to her post-high school
success. She is employed and has hopes of returning to school to earn a social work
degree.
Whereas Tamlyn had a strong social network of caring individuals inside and
outside of school, Andrew lacked consistent support. Andrew had the support of friends
and to some extent his family when it came to his music. But, much like Andrew's
teachers who inquired about his post-school employment plans beyond music, his parents
also encouraged him to look to other things other than music for a career. I am troubled
by the possibility that Andrew felt the important people in his life had discounted his
dream, and as a matter of rebellion, refused to acknowledge career opportunities outside
of music. Perhaps if Andrew had felt more supported in his musical career when he was
younger, he might have been more open to exploring other postsecondary training
options. I think the implication for teachers, family members, and other transition
stakeholders is to be sensitive towards our students' dreams and value them.
Andrew, who always arrived early to our meetings, but rarely attended school,
made me realize that he really had no other choice, but to drop out of high school. While
school fed his social appetite, educationally speaking he remained hungry; consequently
his talents remained unrecognized. Given the way that many of his former teachers and
other education professionals treated him over the years, his actions and behavior
regarding school in many ways reflected what he thought he had to do to protect his
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dignity. He knows that he has a talent for music, and he has made great strides towards
his dream of being in a recognizable metal band.
Under the circumstances, both Tamlyn and Andrew are making sense of their
worlds. It is evident from our interviews that each former student encountered barriers in
school including growing up in working class families, being labeled learning disabled,
receiving inappropriate academic programming, as well as receiving insufficient
transition/vocational programming. Despite these significant barriers, both Tamlyn and
Andrew continue to have dreams and are taking things one step at a time. After analyzing
our conversations, it was evident that there is still room for improving vocational and
transition programming for students with mild disabilities.
Room for Improvement
Halpern (1994) suggested that one of the most important transition goals for
individuals with disabilities is the "establishment of effective personal and social
relationships" (p. 120). Tamlyn remarked several times throughout our interviews that
she wouldn't know where she would be without some very influential people in her life.
It was her positive relationships with a variety of adults in her life, namely the staff from
The Boys and Girls Club, several teachers, good friends, and her boyfriend and his family
who have promoted and nurtured her interpersonal skills. Her connectedness to The Boys
and Girls Club in particular, helped guide her toward opportunities she may never
otherwise have had. The "club" encouraged and fostered Tamlyn's adaptive social skills,
enabling her to generalize them in a variety of other settings. Tamlyn's ability to develop
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and maintain positive relationships has helped her obtain a good quality of life, which is
one important aspect of adulthood (Repetto, 2003).
During our interviews, Tamlyn spoke with great passion when she discussed the
influence that The Boys and Girls Club had on her life. She credits the support and
encouragement from the staff as one of the main reasons why she pursued postsecondary
education, and sparked her interest in social work. The club's staff and programming also
fostered her self-advocacy skills. It was the power of positive peer and adult interactions
while at "the club," and her relationships with a few key teachers that was strong enough
to detract her from adopting the negative lifestyle of her parents.
Unfortunately, Tamlyn's social skill training experiences are most directly tied to
her involvement at the "club" rather than through experiences offered at school. The
implication for transition programming in schools is for teachers and school personnel to
offer and encourage students to participate in interpersonal skills/character building
activities. Encouraging students to participate in activities that accentuate their aptitudes,
talents, and interests would also provide opportunities for students to feel more connected
to something, and possibly assist in better post-school outcomes. Many transition-aged
students are surrounded by negative influences at school and at home, yet because of the
efforts of "the club," Tamlyn developed functional personal and social skills that are a
great personal asset. Character-building skills were ingrained in her at a young age and
she has been able to successfully generalize the skills she obtained at "the club" to
situations at school and later work. Tamlyn's personal/social skills are an example of
life-stakeholders influencing a child in compelling ways. There are opportunities to seize
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by teachers and other education stakeholders to make a difference in all students' lives.
Unfortunately, it seems as though we get caught up in educational red-tape and
paperwork that takes time away from the important matters, such as addressing our
students' interpersonal skills.
Test et al. (2009) found that student support by family, friends, and other
important life stakeholders was one of only four predictor variables tied to positive postsecondary outcomes in the areas of living, learning, and working. It is frustrating that
there is research to support the positive effects that stakeholders, including educators, can
have on personal/social outcomes across all three of the big transition planning areas of
living, learning, and working, yet it is an area that is often overlooked in transition
programming. There are other reasons why education personnel may shy away from
infusing personal/social skills into their teaching and instruction, namely because on the
opposite ends of the spectrum are hard working kids like Tamlyn and the perceived
"slackers" like Andrew that take a toll on some educators.
In comparison, Andrew, in many ways lacked positive personal and social
relationships during his schooling. His behavior early in his education had him at odds
with some of his peers, as well as his teachers, several of whom dismissed him and were
not willing to support him. Brantlinger (1993) found that many of the low-income
students she interviewed did not feel well-liked by their teachers, and often suffered
punitive consequences such as being "yelled at, put in the hall, sent to the office,
whacked, or suspended" (p.94). All of these things are humiliating experiences for a
child. By the time Andrew reached middle school, he identified himself as a "bad kid,"
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and was never able to see himself as a student who would be successful. Andrew never
allowed himself to get involved in activities in high school, and selected a peer group,
"the skippers," who he identified himself with. Aligning oneself with peers who have
similar backgrounds, interests, and attitudes is common among teenagers (Brantlinger,
1993). I believe that if Andrew had felt a sense of belonging or acceptance in school he
might have graduated, rather than drop out.
By the time Andrew reached my classroom in the 10th grade, it seemed that he had
all but given up on school. He admitted that by the time he reached high school he came
for social, rather than academic reasons. He even acknowledged repeatedly that he held a
large amount of responsibility for his poor academic performance and attitude towards
school. He provided several examples of teachers who harangued him on a regular basis,
and even told his parents that he would not amount to anything. Yet, he remarked that he
really couldn't blame them, and that he had probably asked for it. Self-blame for
problems experienced in school is not uncommon amongst low-income students
(Brantlinger, 1993).
While he may have some ownership over his attitude towards school, there is
absolutely no excuse for any teacher frustrated with a student, to put them down or berate
them. According to Finn (1999):
Most students in working-class schools cooperate, more or less. But some students
decide not to cooperate. These are the students who are identified as having a 'bad
attitude' or simply 'an attitude.' They set up an opposition between themselves and
the school that resonates with larger theme of their culture, (p.61)
Finn (1999) goes on to explain that when teachers become frustrated and upset at
students' behaviors, they can often attack students personally with "cutting" remarks.
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While it appears as though the student "wins" by getting under the teacher's skin, in the
end, it is the student who loses.
Willis (1977) offered in his analysis of a working class school in England that
teachers often used a "belittling and sarcastic attitude," (p.77) when they sensed students
appearing to be uninterested in their knowledge. Rather than attempting to modify
instruction or approaching students differently utilizing a holistic/constructivist pedagogy
(Gallagher, 2005; Poplin, 1988) or relevant education (Willis, 1977) where student
strengths, interest, and preferences drive instruction, many teachers from working class
schools penalize students when they show signs of resistance and subsequently the
teacher withdraws their knowledge. It is also discouraging that Andrew's teachers,
including myself, did not use his love of music to teach and engage him in reading,
writing, social studies, or even math.
Iano (1990) suggested that teachers, specifically special education teachers,
".. .through use of judgment and creative imagination, .. .must determine whether
particular activities have genuine educational potential for their students, or whether
particular experiences and outcomes can be considered generally educational for
particular students" (p.465). I know personally, in my classroom, I neglected to provide
chances or opportunities to "hook" Andrew. I could have easily modified a writing
assignment and asked him to "create lyrics about.. .(and insert language arts topic)" or
asked him to write or find a piece of music that would reflect a language arts term like,
mood, or even find a theme song to reflect a character in a novel we were reading. For a
student like Andrew, writing a five-paragraph essay comparing and contrasting two
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characters had less relevance to him and in essence disengaged him from the class.
Regrettably, there were many missed opportunities to reel Andrew back into the
classroom setting.
Andrew had an aptitude for music, yet during his entire high school career no
teacher or education stakeholder attempted to cultivate it. I had acknowledged his dream
of becoming a musician, yet I dismissed it. I was more interested in helping him identify
a back up plan, rather than help support his dream. Goldberg et al. (2003) found in their
20-year longitudinal study that their participants "stressed the importance of developing
special talents and abilities, 'personal passions,' by which traditionally have received
little attention by parents and teachers" (p. 234).
Perhaps if an educator made a concerted effort to nurture Andrew's love of music
in high school, he might have felt a sense of connectedness and could have experienced
more exposure to the music program. Brantlinger (1993), reported that in her interviews
with low-income teens that only 32.5% reported being involved in extracurricular
activities at school compared to over 75% of higher income students included in her
project. Without the encouraging words of school professionals, Andrew's beliefs and
assumptions about the music program, and the types of students who participated in the
programs were intimidating enough to prevent him from pursuing participation in student
activities.
Another possible reason why Andrew was not successful in high school may have
been that he did not sense any connection between his future career and school. Finn
(1999) suggested that some students view school as irrelevant to their lives and sabotage
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their experience. Andrew has been and continues to be goal-oriented about his career. He
stated, "I'm driven to a goal that I want," and went on further to state that he isn't always
sure how he's going to reach his goal, but he'll get there some how. For as long as I have
known him, he's informed me he wanted to be in a band, and make music for a living. Is
a high school diploma or GED necessary to be a successful musician? There is little
motivation to attend school when you have learned all you think you need to know.
It is evident that his teachers were unable to demonstrate why learning is relevant and
exciting. He had a keen intellect and a sense of curiosity, yet many educators dismissed
him and his curiosity to make music.
One of the needs I found based on my conversations with Tamlyn and Andrew,
was the importance of solid transition planning and student involvement in the process.
It troubled me when Andrew professed the reason he never attended any of his IEP
meetings or conferences was that he perceived them to be "bitch" sessions with multiple
teachers concerning his behaviors and poor performance in class. Who could blame him
for wanting to escape the tirade of multiple teachers scrutinizing his personality?
Student participation in transition planning is positively connected to postsecondary
enrollment (Benz, Lindsrom, & Yovanoff, 2000; Halpern, Yovanoff, Doren, & Benz,
1995), but obviously, they need to be "bitch-session" free to be effective. One important
variable to school success and transition planning is a positive and caring rapport
between students and educators (Kortering & Braziel, 1999; 2002; Trainor, 2005; 2007).
Years of being criticized during IEP meetings had left him feeling isolated, uncared for
and disrespondent.
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If Andrew never participated in an IEP meeting during his transition years, his
voice was never present, so it makes sense that he had no interest in postsecondary
education or training immediately following his exit from school. It is not possible for
transition planning to work if individuals other than the students themselves are setting
the goals. It is vital, if transition planning is to work, that the student's input is reflected
in the planning process and that they are willing to talk about his or her future plans.
The Iowa Department of Education (IDOE) requires that transition planning be
documented on the IEPs of students 14 and older (Iowa Department of Education, n.d.a).
However, Andrew was a special education student before the IDOE revamped the current
IEP form, which requires that the student's voice be included throughout the IEP. While
it is too late for Andrew, it is anticipated that students over the past several years have
been more involved in the creation of their IEP and transition planning, programming,
and services. This is an area worth pursuing in future research.
IDEA (2004) requires students to attend his/her IEP meeting. Tamlyn couldn't
recollect ever missing an IEP meeting, but she doesn't remember being involved in her
transition planning to any great extent. Though lack of student participation is not
unusual, it is cause for concern (Martin, Portley, & Graham, 2010). Both students were
deprived of the opportunity to drive their own academic and vocational planning. In
retrospect, Tamlyn wished that she had been given the opportunity to be more involved.
Perhaps having the opportunity to share her goals, strengths, interests, needs, and
preferences verbally, she might have obtained the essential skills and academic
programming necessary to be successful at the postsecondary level.
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While discussing IEP meetings, Tamlyn also noted her frustration regarding the
lack of attendance by her teachers, counselor, and administrators. According to Tamlyn,
a typical meeting consisted of Tamlyn, her mom, and her roster teacher. She wondered if
administrators only attend IEP's of students who were in trouble. She was proud of her
academic accomplishments, and hoped that they might be acknowledged. She stated, "I
understand that they have tons of students, but it makes me feel like I am at the bottom of
the totem pole." It is discouraging, that former students who exited school five years ago
can still recall feeling isolated and unacknowledged at their IEP meetings.
Self-determination is a hot topic in transition programming with an increasing
amount of literature regarding the influence of those skills (e.g. goal setting, selfadvocacy, problem-solving, and self-knowledge) on post-school outcomes for individuals
with mild disabilities (Goldberg et al. 2003; Martin et al., 2010; Trainor, Lindstrom,
Simon-Burroughs, Martin, & Mc Cray Corrells, 2008; Wehmeyer & Palmer, 2003;
Wehmeyer & Schwartz, 1997). Martin et al. (2010) called for the importance of utilizing
self-determination assessments in the transition process to help support transition
planning and programming. Additionally, he suggested that students practice selfdetermination skills such as goal setting, identifying strengths, interests, and preferences
by participating in their own IEPs.
Trainor (2007) found that the participants in her study reported themselves as
being self-determined, yet her interviews revealed that there was a disconnect between
their goals and their personal strengths and interests. It occurred to me that it is important
that teachers engage students in transition related assessments and instruction as well as
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monitor their needs and mastery of transition topics. I found no evidence that either
Tamlyn or Andrew were exposed to opportunities to develop their self-determination
skills in meaningful ways. This is not to say that many teachers don't integrate transition
activities into their lessons, and that there are many very good teachers educating students
who receive special education services, but at this time there appears to be a lack of
accountability for teachers regarding transition planning.
Both former students' exposure to transition related activities seemed to be
minimal, particularly authentic types of transition activities such as looking at
apartments, job shadowing, visiting colleges of interest, taking an admissions assessment
at a college, or even visiting the disability services office at a college of interest. Neither
had opportunities to practice budgeting over a lengthy period of time, go grocery
shopping, or visit a bank or other community service providers. Tamlyn and Andrew
both remember learning bits and pieces of transition related topics in careers class,
family/consumer science class, or business class, but the scope was too broad.
Tamlyn in particular was critical of the lack of depth into transition topics that she
was exposed to in school. She recalled a couple of instances: "Yeah, we went to look at
an apartment in our independent living class, but that was just one. Why couldn't be visit
more? Maybe fill out a practice application or learn more about all the utilities and
things you have to set up and how much that costs?" In a later interview, when we
discussed her transition from high school to college she wondered, "Why didn 't anyone
from Lincoln help me get things set up at Kendalwood after high schooll" Regrettably, I
still had no good answer. The average middle class student would have had at least one
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parent who attended college and could help their child navigate the system. Tamlyn had
no one from home or high school step-up to help her with that transition. In my opinion,
that should not have happened. Where was I, where was the school Transition/Work
Experience Coordinator? Having served as both a teacher and Transition/Work
Experience Facilitator, it is easy to get wrapped up in IEP paperwork and compliance
requirements and forget about the student. Ultimately these responsibilities affect the
amount of time available to devote to instructional planning and individual student
contact time, in the case of a facilitator or coordinator.
I wish that I had been intuitive enough to realize that Tamlyn had no one to help
her transition to college. By the end of her senior year, we had established what I thought
was a solid mentor/mentee relationship. Yet, I had left a bright young lady with a
promising future on the sidelines ignored, while I went about my own middle-class job
and life. Tamlyn was one of only a handful of students I am aware of my first few years
of teaching that pursued postsecondary education. It is no secret that students with special
needs are not well represented amongst the postsecondary population, nor was it a secret
that Tamlyn came from a working-class family, and would be the first in her family to go
on to college. One would hope that if we (special educators) wanted to see our students
succeed and obtain a postsecondary degree and knowing the socioeconomic status of our
students, that we would be doing everything we could to set them up to achieve success,
rather than to fail. While unintentional, my colleagues and I fell prey to one of the many
slippery shibboleths that Brantlinger (2005) discussed in her work. By ignoring, albeit
unintentionally, Tamlyn's need for preparation and assistance transitioning to college, we
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were exerting our middle-class dominance. Ultimately, we were encouraging the
continued oppression of the working-class. Pangs of guilt have radiated through my
bones regarding since realizing this. I am frustrated that I own a stake in Tamlyn's
postsecondary struggles.
Another alarming insight that emerged from my interviews with Tamlyn and
Andrew was-the disservice that was done to them regarding their educational
programming. Johnson et al. (2002) and Brantlinger (2005) argued that one of the
biggest challenges facing secondary special education is ensuring that students have
access to the general education curriculum. The high school was aware that Tamlyn was
a college-bound student when she entered 9l grade, yet she was placed in nearly all
special education classes. Andrew was a bright, but unmotivated student who spent his
days in less challenging classes than he was capable of. Neither of them had their high
school education provided in the least restrictive environment.
Early in their education, there were beliefs and assumptions made about Andrew
and Tamlyn's abilities and socio-economic status unbeknownst to both of them and their
families that resulted in their inadequate academic programming. They wore the invisible
learning disability badge that could only be seen by school personnel. Both Tamlyn and
Andrew exerted learning differences from their peers that got them identified as entitled
individuals, and the onus was on the education system to fix them. Unfortunately, society
has tended to place the blame of learning deficits on the individual, rather than looking at
external constructs. Apple (1990) offered the following about schools and labels:
Attention is primarily paid to [students] specific behavioral, emotional, or
educational 'problem,' and thus, there is a strong inclination to divert attention
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both from the inadequacies of the educational system itself and what bureaucratic,
cultural, and economic conditions caused the necessity of applying these constructs
originally, (p. 13 5)
I never thought about the fact that I had allowed their learning disability labels to
define them, and their abilities. Tamlyn never made it a secret that she had received a
full-ride academic scholarship, so why did I wait until the end of her sophomore year to
recommend she be placed in regular education classes? I wasted 36 weeks of her
academic career on less rigorous curriculum and instruction than she deserved.
Subsequently, why didn't I fight for her placement in regular education science and social
studies classes in addition to language arts? I knew that Andrew was a bright young
man, yet I rationalized not placing him in general education classes because he couldn't
pass his special education ones. These are mistakes I vow to never make again.
Implications
Implications for Entitlement
Before this project, I never stopped to consider how and when the students in my
classes became identified as entitled individuals. They arrived in my classroom, and I
taught. But, when I learned that Tamlyn wasn't even identified as needing special
services until middle school, it made me question how she progressed in school without
supports that long, if, she truly had a learning disability. According to the National Joint
Committee on Learning Disabilities (NJCLD, 1998), a learning disability was defined as:
... a general term that refers to a heterogeneous group of disorders manifested by
significant difficulties in the acquisition and use of listening, speaking, reading,
writing, reasoning, or mathematical skills. These disorders are intrinsic to the
individual, presumed to be due to central nervous system dysfunction, and may occur
across the life span. Problems in self-regulatory behaviors, social perception, and
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social interaction may exist with learning disabilities but do not, by themselves,
constitute a learning disability.
A report by the NJCLD (2006) added the following: "These disorders are developmental
in nature, occur prior to kindergarten, and continue into adult life." Over the years
learning disabilities have been associated with residing in the child (Carrier, 1986;
Gallagher, 2010; Reid & Valle, 2004; Sleeter, 1986). If Tamlyn does indeed have a
learning disability, why did it take over six years of schooling before she was identified
as needing special education services?
According to the influential article by Sleeter (1986), the category of learning
disabilities was initially constructed in the early 1960's and emerged as a response to the
Soviet Union's launch of Sputnik and the declining standardized test scores of our youth.
Because there couldn't possibly be anything wrong with the structure of the education
system itself, something had to be organically deficient in the children coming to school;
thus a new category of disability.
In the beginning, academically struggling white-middle class children were
diagnosed with learning disabilities in mammoth numbers. Having a low-performing
child in school with a diagnosed disability allowed middle-class families to save-face.
However, by the 1970's, the tides changed in learning disability diagnoses as new
political situations arose. Members of the civil rights movement pressured schools to
change diagnostic criteria, as they questioned the disproportionate numbers of minority
children in school with a mental disability label (Sleeter, 1986). Criteria for mental
disabilities, as well as behavior disorders became more rigid, thus creating a surge of
underachieving students placed into learning disability programs (Gallagher, 2010). Since
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that time, a learning disability diagnoses has closer ties to race and lower socioeconomic
status than it does the middle class, like it did at its inception (Carrier, 1986; Sleeter,
1986). I concur with Dudley-Marling's (2004) statement on learning disabilities ".. .in the
end, no student can have LD on his or her own. It takes a complex system of interactions
performed in just the right way, at the right time, on the stage we call school" (p. 489).
Our society is entrenched by the individualistic belief that we are a "meritocratic"
society, and that anyone, no matter his or her circumstances, has the ability to overcome
adversity on their own. (Dudley-Marling, 2004; Dudley-Marling & Paugh, 2010). I am
hard-pressed to believe that there are not societal forces that have been in place for years
that established our class system, and that meritocracy is a fallacy. The United States has
taken pride in the fact that we are an individualistic society. Yet, because it is everyone
for themselves, working towards creating more equitable wealth and educational
standards has been met with resistance by those with power.
I noted in my narrative on Andrew that I questioned his placement in special
education after having him in class for a short time. He came across as a very bright
young man, but lacked motivation. There is no mention of motivational issues in the
NJCLD's definition of learning disabilities. So, how did he come to be identified?
According to Tomlinson (1995), the learning disabilities category of identification is a
"safety valve" of sorts, used to protect normally achieving students from those who are
less likely to succeed. She postulated that special education was created in response to an
increasing number of students who exhibited behaviors that indicated an unwillingness to
learn.
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Reid and Valle (2004) cited that over 50% of the special education population are
identified as learning disabled and contended, "If we believe the rhetoric of the American
dream, that schooling is the key to success and mobility in our society, the politics of
education have become a matter of social justice" (p. 467). Over the years, the field of
special education has been reluctant to search for "alternative conceptions of learning that
situate LD in broader political, social, or cultural contexts of schooling" (DudleyMarling, 2004, p.482) and have continued to focus on learning disabilities as a
phenomenon that resides in the individual. Additionally, "labels, which in essence name
students' inabilities, offer little guidance for educators; in fact, they may influence
teachers to intentionally or inadvertently set limits on the learning opportunities for these
students" (Wong, 2010).
As I analyzed my conversations with Tamlyn and Andrew, I began to speculate
that they were placed in special education as a way of tracking. Unfortunately, for
students placed in the lower tracks, particularly early in his/her educational career, they
do not receive the same types of knowledge that those from higher tracks receive (Anyon,
1981). Over a period of years, the achievement gaps between those in higher tracks and
lower tracks can be quite significant (Wells & Serna, 1996). Sleeter (1986) cited a body
of research that supports the idea that schools are a mechanism of society's sorting and
sifting. The more advantaged individuals receive instruction and resources that will
prepare them for better jobs, while those from lower-socioeconomic status are prepared
for lower status jobs, and do not have equal opportunities for learning (Sleeter, 1986;
Wong, 2010). Rist (1970) postulated, "... the system of public education in reality
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perpetuates what it is ideologically committed to eradicate- class barriers which result in
inequality in the social and economic life of the citizenry" (p. 449).
The idea behind special education programs is that they are places for students to
receive specialized services to meet specific learning needs. In actuality, due to high
student-teacher ratios, individualized programming rarely occurs. Instead, students often
receive differentiated instruction via worksheets (Brantlinger, 2005). In a perfect world,
all students would receive the same education, and any student who struggled in school
would have access to resources to help them achieve higher levels of success. We are
currently light years away from that happening. The idea of de-tracking is a virtually
inconceivable school reform at this time, and it has met much opposition from society's
elites and middle class. For detracking to successfully occur, the sense of entitlement
maintained by education stakeholders, namely elite parents, educators, and students, must
be deconstructed with great care and caution (Wells & Serna, 1996).
Implications for Transition Planning, Programing and Services
As Tamlyn and I sat on her basement couch discussing her high school education, I
shared with her that when I graduated from teacher's college, I was certified to teach
psychology, mild disabilities, and could be a work experience coordinator. She caught
right away that I didn't mention being certified to teach English, yet I had been her
language arts teacher. Without skipping a beat she cut me off, " Wait, what? So, how
could you teach us language arts then? "
It was difficult for me explain the way things were when she was in high school;
before the highly qualified teacher requirement of the No Child Left Behind Act (2001)
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took full effect. Both Tamlyn and Andrew attended high school at a time when school
districts were still experiencing a grace period, and were working toward finding a
solution to non-highly qualified special education teachers. For our school district, this
solution came in the form of co-teaching, and creating learning centers where special
education teachers deliver strategy instruction, as well as additional academic support.
There are teachers in the district who continue to be assigned core subjects in selfcontained settings in which they are not fully qualified for. These special education
teachers are supposed to be collaborating with the general education teachers on a weekly
basis to coordinate their curriculum.
Tamlyn asked me, "were any of my teachers highly qualified? " As a matter of fact,
of all the special education teachers she had throughout high school, only two were
certified in the area that they taught (one of them was the teacher that identified errors in
her worksheets and sent her back to her desk to decide how to fix them). She looked at
me and shook her head, "That blows my mind!" As much as I enjoy reading and writing
as well as teaching it, I found myself feeling guilty that the education system had shortchanged her. Not only was I partially responsible for her inability to write at the level
necessary to be successful in college, I wasn't even certified to teach language arts, yet I
taught it to several hundred students over the course of six years. Not only had I done
Tamlyn and Andrew a disservice, I have significant ownership over the less than ideal
post-school outcomes of all of my students.
It is well documented that socio-economic status and learning disability diagnoses
are closely tied (Carrier, 1986; Sleeter, 1986). It is also clear that hierarchies exist in
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America's schools (Brantlinger, 2003; Lareau, 2003). At the bottom of the totem pole
are those from poor and working-class families. These are the children who like Tamlyn
and Andrew perform at levels lower than their middle class peers. They definitely do not
go unnoticed, but they are the children and the parents that "people" talk about.
Interestingly, at a recent hair appointment with a new stylist, we got on the topic of
schools. My stylist told me that she had thought about being a teacher once, but she
could never enter the profession because of the low achievement and poor behavior of so
many children in school and blamed poor parenting. Many from the dominant middle
class culture prefer to blame poor parenting skills for their children's intellectual
shortcomings, rather than look to the arrangement of our society and schools as the
source of the problem (Brantlinger, 2003). Our society finds it easier to "recognize the
power of individual initiative than recognizing the power of social class" (Lareau, 2003,
p.7). Consequently, when children from poor and working-class families are placed into
lower track classes and into special education, parents and their children accept and do
not challenge the educational decisions made by those they view as in authority
(Brantlinger 1993; 2003).
Yet, the children themselves (like Andrew) often times view school, teachers, and
schoolmates as a source of stress. They are embarrassed about their special education
placement, and have unpleasant interactions with teachers and peers. As a result, many
low SES students wear clothing affiliated with aggressive images including wearing
chains, heavy metal rock group shirts, and other symbols of destruction (Brantlinger,
1995). School practices, including special education placements and tracking are not
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neutral events; they are affiliated with strong social perceptions that generally have
negative connotations.
These students often lack cultural competence necessary to navigate the upper
levels of the socio-economic systems, placing them at a disproportionate disadvantage to
their middle class peers (Bourdieu, 1973). Trainor (2008) purported:
.. .that consideration of cultural and social capital is an important component of
theoretical framework from which to view postsecondary transition for students
with disabilities particularly for scholars who aim to examine issues of inequitable
outcomes and achievement gaps experienced by individuals who belong to other
marginalized groups (p. 148).
Tamlyn and Andrew, like many other students who received special services, were
deficient in social as well as economic wealth growing up.

Both of their parents taught

them the basics of survival, as did their educational programming. How can education
stakeholders expect better post-school outcomes when the academic and transition
programming of students from working class and poor families do not provide anything
more than a basic foundation? Perhaps one of the first steps needed is the
acknowledgement that students with learning disabilities who come from working class
and poor families are cursed with a double whammy. They have academic difficulties
that preclude them from accessing the same learning opportunities as their non-disabled
counterparts, and they are socio-economically disadvantaged.
I believe one step in the right direction for the field of transition is developing
services and transition models that consider the cultural and social capital of our students.
We must reach a point where we create models that address, and result in, the reduction
of the perpetually poor post-school outcomes of students with disabilities. According to
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Trainor et al. (2008), "research suggests that students with disabilities benefit from
programs that focus both on academic and functional skill development needed for
success in adulthood" (p. 60). It is imperative for the improvement of adult outcomes of
students with disabilities that sufficient resources are allocated. Johnson et al. (2002)
stated the following:
There is a critical need to develop assessment, curriculum, and instructional
strategies that are relevant to all students (including those who drop out and have
significant learning needs), allowing them to successfully achieve state and local
standards, as well as to develop other essential adult life skills through vocational
education, training in adult living skills, community participation and others.
(p.522)
Resources might include additional investment in personnel or support staff, as well as
transition materials. It is clear that I, along with my colleagues and school district
administration, could have done much more setting our students up for success with
fewer struggles and barriers.
Another implication of this study is the importance of disseminating best practice
information including strategies, assessments, and instruction to inform the secondary
special education teachers across the United States. Professional development
opportunities need to transpire that will support teachers in their efforts to improve the
post-school outcomes of the students they serve (Trainor et al., 2008). Even as a member
of a professional transition organization, and a person passionate about the transition to
adult life, I learned through this project that I have much room for professional growth
and development. If more educators who have an interest in transition to adult life were
able to take the time to ask their former students critical questions about their school
experiences, I am confident that it would be an eye opening experience. I know that my
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conversations with Tamlyn and Andrew have impacted the way that I will approach my
current and future students, particularly in regards to instruction, the types of classes
students take, transition activities, and postsecondary preparation and participation. I
have advocated for the inclusion of more level one students into general education classes
and provided support and ideas to teachers who were having difficulty reaching an
entitled student. This is a fight that I will continue to fight because it is an important one.
It is necessary to establish a framework that mandates more rigor, and requires
teachers and other transition stakeholders to be more accountable for ensuring that
transition activities and instruction are completed systematically and thoroughly. At this
time, teachers are only required to list the course activities necessary for a student to
pursue postsecondary expectations on each student's IEP who is age 14 or older. While
there may be a substantive amount of activities listed on the IEP, documentation
regarding the accomplishment or generalization for the activities is not required at this
time.
I am currently working closely with a colleague and developing instructional
materials and lessons on transition to be implemented in our learning centers.
Additionally, we are in the first year of implementing a transition portfolio for students in
grades 9-12. Within the portfolio is a checklist of activities by grade level that we are
asking our colleagues to address. The checklist is just a small piece of accountability for
our teachers, in our effort to ensure that all level one students receive instruction in a
variety of transition topics, which will help prepare them for adult life. The portfolio
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itself is an artifact that the students will take with them upon graduating and has become
an initiative supported by the school district.
Since having Tamlyn and Andrew as students, I believe that my instructional
practices have changed, however, there is room for continued improvement. I confess
that the first five years of teaching I ascribed to more reductionist techniques than
constructivist ones. Constructivist-oriented teachers connect new learning experiences to
students' knowledge, strengths, and interests (Poplin, 1988). I was guilty of teaching
language arts and math concepts in isolation, rather than placing them in context of things
that mattered to my students. I did, however, utilize differentiated instruction in reading
as well as writing, and continue to do so. What I have tried to do over the past several
years is pay closer attention to my students' strengths, interests, and preferences and alter
my instruction, so that it is more meaningful to them. I believe in the power of this
pedagogy, but continue to feel the pull of the reductionist practices that require me to
prepare students for assessments. In order for Lincoln High School and public education
to see more success amongst our students, particularly those like Andrew who show
resistance, it is necessary for more educators to acknowledge the power of employing
constructivist practices, and begin using them on a regular basis.
Wong (2010) and Gallagher (2005) provided two commanding examples of the
power of constructivist teaching. Wong's (2010) observations of a general education
teacher's writing conference with a learning disabled student showed the influence that
flexibility, compassion, and constructive criticism can have with a struggling student
using constructivist approaches. The teacher embraced the student's learning differences,
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and was empathetic towards the student's perception of inadequacy with his writing. The
approaches the teacher used with the student, and critiquing his piece of writing left the
student feeling accomplished and proud of his work by the end of the conferencing.
Gallagher (2005) referenced an elementary special education teacher who had
planned a reading lesson with several squirrelly boys. The teacher realized during the
lesson that things were not going according to plan, and noticed that her student's
attention had shifted to the window where a landscaping truck had parked and the
workers were beginning to lay sod. She took that moment and threw her reading lesson
out the window (figuratively, of course), and walked her class outside where she
proceeded ask the workers if her students could interview them. She was captivated by
her students' engagement and the quality questions they asked. Once inside, she had them
write a report over what they had learned. While there were many grammatical and
spelling errors, she was amazed by the length and quality of the pieces. It was from their
own pieces of writing that she constructed lessons on grammar, spelling, and computer
skills. Rather than teaching the mechanics of writing in isolation, she went outside the
box and had innovatively "hooked" her students. Once the students were hooked, they
became invested in creating a piece of work that they could be proud of.
It is inspirational to read about teachers who instruct students based on their
strengths, rather than their deficits. I felt invigorated reading the exemplars of teaching
from both Gallagher (2005) and Wong (2010). How different classrooms could look and
feel if more teachers acknowledged differences in learning and embraced them from a
strengths-perspective. Sleeter (2010) offered:
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While I would not claim that every classroom can accommodate an infinite array
of difference (for example immigrant children need a place to learn the new
language, and students with severe reading problems benefit from focused efforts
to teach skills they struggle with), an inclusionary, strengths-based approach to
teaching accepts differences as normal, and builds from strengths that each student
has. Such an approach empowers learning rather than disabling it.
Implications for Transitioning from High School to Postsecondary Education
According to Faggella-Luby, Flannery, and Simonsen (2010):
Preparation must begin early for students with disabilities to successfully transition
through the secondary school gateway to postsecondary education and, ultimately,
the world of work. All students deserve the academic and behavioral preparation
that will enable them to have equal opportunity and full participation in college
and society through independent living and economic self-sufficiency... .Students
face further roadblocks to postsecondary education when the demands of the
secondary curriculum do not match individual learner characteristics, (p.84)
Regretfully, Tamlyn spent most of her school day in self-contained academic classes,
away from general education peers, and she did not receive the exposure to the general
education curriculum, as she should have. Brantlinger (2005) reported that separation
from peers and modest access to general education curriculum is one of the most
disconcerting elements of special education.
Another significant barrier to postsecondary education for students like Tamlyn is
the limited knowledge they have acquired about postsecondary education. Each year I ask
the students in my classes how many plan to go to college, enter the workforce after
graduation, or join the military. The overwhelming majority raises their hands when I
ask how many plan to go to college. Yet, so many students like Tamlyn lack the cultural
know-how to go about applying to colleges, setting up visits, or applying for financial aid
and scholarships. Tamlyn and others like her who are working-class and first generation
college students do not have ready access to postsecondary information which
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complicates the transition process (Trainor, 2007). Another layer to postsecondary
preparation for students like Tamlyn, is the lack of conceptual understanding of the
increased academic and time management demands that are associated with college. It is
imperative that those preparing entitled students for postsecondary education
acknowledge and begin addressing the consequences of the students' academic placement
and preparation.
It is also markedly clear that the full-spectrum of self-advocacy and selfdetermination skills were not engrained in Tamlyn. When she found herself beginning to
flounder academically at Mt. Union, she continued to struggle for a long enough period
of time that her scholarship was revoked. Up until her second year at the private college,
she chose not seek learning services. She met with the disability services office only at
the request of the college who required that she do so as a condition of her academic
probation. Choosing not to disclose their disability or seek accommodations is typical of
most college students with disabilities. According to Newman et al. (2009), over 55% of
the NLTS-2 sample who attended college did not consider themselves as having a
disability. Of the NLTS-2 sample, 28 percent disclosed a disability before attending
college and only a little over 5% disclosed their disability after enrolling. Unfortunately
for Tamlyn, by the time she approached the disability services office too much time had
passed, and she was not able to salvage her grades. Left in the ashes was one bright and
determined girl who struggled in school. Had she been able to advocate for herself
effectively and recognize that she was struggling sooner rather than later, perhaps she
would have caught herself floundering, and pursued help before it was too late.
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Students who are college bound should be able to talk openly and confidently
about their disability, personal strengths, and limitations (Madaus, 2010; Mull, Sitlington,
& Alper, 2001). Tamlyn confessed that while she attended her IEP meetings, her role was
limited to that of a listener. She was never given the opportunity to practice explaining
her disability/area of need or accommodations to her teachers. It became incredibly clear
to me as I conversed with Tamlyn that teachers need to provide students the opportunity
to understand their learning needs, and advocate for their accommodations.
Initially, as Tamlyn and I talked about her roadblocks at the 4-year college, I was
taken aback that she didn't seek learning services. But as I continued to reflect upon her
situation, I started to realize that I should not have been surprised that she didn't ask for
help, or understand her needs until it was too late. While she was in high school, she
never had to practice self-advocacy skills, nor did she understand the magnitude of her
learning difficulties (particularly writing). Additionally, she had no exposure to assistive
technology, which may have been an asset as she transitioned to college.
In our interviews, Tamlyn commented on how impressed she was by the assistive
technology available for use at the disability services office at Mt. Union. She spoke
specifically of the Kurzweil program. She explained that she used it to scan her tests and
then the program read the test aloud, which helped improve her test results. She pointed
to the ease of use and asked me why such technology wasn't available or used when she
was in high school.
Unfortunately for Tamlyn, that technology was available to my language arts
students the year after she was in my class. I submitted a grant and was awarded enough

170

money to purchase two computers and two Kurzweil software programs and scanners.
As our programming model at school has changed and computers have been upgraded, I
can honestly say that I do not know what has happened to the Kurzweil licenses. Even if I
knew where they were, two computers, two scanners, and two programs is insufficient for
more than 100 students. Regretfully, I know that our current students are not receiving
exposure to the Kurzweil program, and it has left a lump in my throat knowing that it is
just another disservice being done to our students. Mull et al. (2001) in their review of
the literature identified the importance that postsecondary bound students be exposed to
assistive technology while they are in school.
Banerjee (2010) suggested that secondary educators and transition personnel
should acquaint students with the forms of assistive technology that are commonly
available at the postsecondary level, and offered the following preparatory suggestions
for college-bound students:
• Developing student awareness of assistive technologies that facilitate "access" to
reading, writing, organizing and test taking.
• Training students on strategies for using assistive technologies for college-level
coursework.
• Promoting student independence and fluency with individualized assistive
technologies, (p. 124)
A key barrier here is whether the technologies are available in the pubic schools. It is
clear that there is a disconnect between my current high school's programing and the
accommodations available, and those used at the postsecondary level. Many of our
special education students come from working class and poor families; therefore, they
need as much exposure to the demands and expectations of postsecondary education as
possible. I realized through this project the importance of pursuing resources that will
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provide additional assistive technology that match what is available at the community
college and other colleges our graduates typically attended.
Implications for Transitioning from High School to Independent Living
Based on my conversations with Tamlyn and Andrew, it became clear that they
entered adult life at a disadvantage when it came to the multiple facets of independent
living. I exited our conversations thinking that much work remains to be done in
preparing students with mild disabilities to live on their own. Neither participant had
more than basic knowledge of budgeting. For Tamlyn, her basic knowledge of budgeting
didn't get her very far, forcing her to contact a non-profit credit-counseling agency to
help her manage her finances. Tamlyn also admitted that she wished she knew more
about setting up a place to live and having a more thorough understanding of home
buying. With the increased need to include students with mild disabilities into regular
education curriculum, it is essential that all teachers work towards integrating "living
education" into their existing curriculum that would benefit all students (Repetto, 2003).
Implications for Transitioning from High School to Employment
Both Tamlyn and Andrew participated in the work-experience program while they
were in high school and received credit towards graduation. While the school supported
them and followed up with their employers, each located employment on their own.
Opportunities to participate in work experience programs continue to be needed in our
high schools. In particular, we need to provide opportunities for students to participate in
job shadows and match our students' interests and preferences for work with available
jobs in our communities. Finding jobs for students can be a challenge, but finding jobs
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for students that offers a living wage is extremely important (Doren, Lindstrom, Zane, &
Johnson, 2007). Paid employment in high school was another predictive indicator of posthigh school success in the areas of living, learning, and working (Test et al., 2009).
Interestingly, both of the participants' experiences in high school are reflective of
their current occupations. Tamlyn learned through her experiences at The Boys and
Girls Club that she had a passion for working with others. Andrew who has worked at
super-centers and restaurants continues to work at entry-level and manual labor jobs.
Both have bigger dreams for themselves regarding their future employment. Tamlyn
hopes to go back to school and receive a bachelor's degree in social work and Andrew
hopes to become an electrician/musician. Beyond that, Tamlyn is optimistic that she will
one day have a community center of her own, and Andrew expects that he will "make it
big" with a band and tour the world. Dreams are important as they provide the drive we
need to move us forward.
Implications for Educators
I chose my profession because I wanted to teach and help struggling students
succeed in school, as well as in their adult lives. I was interested in level one special
education because I knew those were the kids who fell through the cracks, and I wanted
to be the glue that prevented that from happening. I wanted all of my students to land on
their feet and hit the ground running after they graduated. I am sure that any special
education teacher will tell a similar story. What I can tell you, is that I did not choose
special education for the paperwork or the other duties as assigned. These additional job
requirements oftentimes prevent me from seeing the big picture, and planning lessons the
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way I know I am capable of. It comes down to the amount of time in the school day that
teachers are given to focus 100% on students and planning instruction, which is seldom.
There seems to always be some institutional barrier that gets in the way. If transition
planning and services are as important as IDEA requires them to be, teachers need to
have time to carefully attend to the needs of their students, rather than be wrapped up in
compliance or other administrative events that are time consuming.
Another issue that needs to be addressed by the field of education and directly
impacts special education is the lack of a solid conceptual framework by teachers to
understand the nature of teaching and learning. If real learning is to occur and we wish to
see more of our students graduate from high school and pursue and graduate from
postsecondary institutions, we must address the importance of contextualizing learning.
While I had been exposed to constructivism and holistic approaches in my teacher
preparation program in special education, what I didn't realize until recently, was how
drowned out those approaches got by reductionist and mechanistic approaches. In many
ways, the program I graduated from had prepared me to be a technician/"technocrat," and
honestly at the time, I didn't understand the disadvantages.
A technician is someone who ascribes to specific methodologies, strategies, and
instruction that teach to student's deficits rather than their strengths. This teaching
framework is relatively common amongst special education teachers (lano; 1990; Reid &
Valle, 2004). One consideration for the field of transition is the acknowledgement that
teaching to student strengths and differentiating instruction is important. This means
flexibility in products, assessments, and content of assignments so that the needs of all
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learners are met (Reid & Valle, 2004). I wonder how different things could have been for
Andrew if his teachers embraced his strengths and presented concepts and assignments to
him differently.
I am hopeful that we, as special educators, at some point will heed the advice given
to the education system by Sleeter (1986): "Rather than attempting to remake children to
fit social needs, we must first give greater consideration to the possibility that society's
expectations for children and society's reward structure for their performance may need
remaking" (p.52).
Iano (1990) offered:
Special education teachers must often work with students who have become
alienated from school, discouraged concerning their prospects, and even distorted
in their interests and purposes. Beyond a technical assessment of students'
performances, the task of special education teachers is to diagnose their students'
particular situations in such a way that the bases for the alienation,
discouragement, and distortion become clear enough to indicate possible roads
back to positive learning engagement. From this educational perspective, technical
skills and standards appear to play a subsidiary role and they are in service to
teachers' broader understanding of the meaning of education and to their creative
skills in bringing about experiences rich in educational potential.
Future Research
Transition to adult life survey research has provided the field with an incredible
amount of data over the years. This data has been used and will continue to be used to
develop transition assessments, planning, and programming. I urge the field to continue
moving forward in an attempt to understand more about what we already know. We
know a lot about the post-school outcomes of former students regarding what they are
doing, where they are living, whether they are employed and so on, yet we understand
very little.
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There is currently a shortage of transition research available that offers qualitative
follow-up data on former students. I believe it is important for the field of transition to
continue to add to the literature base by including the personal life stories of former
students who have graduated, received their GED, or dropped-out. We must strive to
include the actual voice of former students in the literature, as they deserve to be heard.
Including the voices of former students themselves is a promising method to improve
programming (Kortering & Braziel, 1999; Reid & Button, 1995).
We should listen to our former students to get a better idea of how our current
programming systems are effective and the areas we need to continue modifying. I
would venture to say that themes of strength and areas of improvement will be different
for each school and district that wishes to critically follow up with their former students.
Had I not had conversations with Tamlyn, I would never have fully understood the
disservice that was done to her by placing her in non-college bound classes. Had I not
had conversations with Andrew, I would never have understood the magnitude of
influence his peers had on his life leading him to make the choices he did regarding
school. Had I never located Cason, I would never have had the opportunity to begin to
understand all the circumstances that led to the rocky road that was and continues to be
the direction of his life.
Researcher Reflections
I learned even more than I anticipated while conducting this project. I was able to
garner relevant transition to adult life information from my participants who provided me
a framework of their lives while they were in school and since exiting. As I had existing
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relationships with my participants, it was even more important throughout the process
that I really listened to each participant's voice during our interviews, and as I interpreted
our conversations (Chase, 2005). I believe that the information they shared and
suggestions they offered provide much-needed context to adult outcome studies.
On the other hand, this project was also personally uncomfortable, particularly as
I considered the implications of my findings. I was forced to consider critically my own
teaching practices, as well as those of the educational system I am presently a part of. I
was obligated both personally and as a researcher to look at my data with analytical
lenses. This was no easy feat. Gallagher (2010) offered:
We all see the world from a historically and culturally contingent place in itthrough particular lens-hence the concept that there is no theory-free observation
and thus no theory-free knowledge. Researchers seek explanations and meaning in
an attempt to make sense of things, to anticipate the results of their actions, and
generally to pursue the question-how do things work? And because they view the
world from a particular place in it, they are disposed to see some things, not see
other things, or to "theorize" about things in certain ways. They cannot carry on
otherwise because inquiry both shapes and is shaped by researchers' historical
contexts, intentions, and predispositions.
If I had conducted this study with a field set of participants I had no history with, I
am not sure that I would have had as much difficulty attending to the real issues that
affected my former student's transition to adult life. Before we began our interviews, I
was worried that Tamlyn and Andrew would be hesitant sharing and critiquing their
education and transition programming. I was pleasantly surprised, particularly with
Tamlyn, who fervently shared her successes and frustrations of her education with me.
Her truthfulness made me pause and think about the transition programming that my
former students received. Before this project, I felt good about the transition practices
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occurring in my school. Surely, my colleagues and I were preparing our students well for
adult life. I was sadly mistaken. That is not to say that we don't do some things well, but
I realized how much room for improvement there is if we want to help improve the adult
outcomes of our former students.
My intent for this project was to provide a different way of looking at adult
outcomes of former special education students. I do not mean to insinuate in any way
shape or form that the methods currently being used to collect data on former students
post-school outcomes are devoid of merit. I strongly believe that the data that we have
collected from surveys over the years have been and continue to be important. But I hope
that the dialogues I had with my former students can lend a new perspective worth
exploring to others as well. Both Tamlyn and Andrew were incredibly open with me in
their critique of their transition programming, as well as about other lived experiences
they have had in their lives thus far that have led them to their current circumstances.
Would they have been as open to sharing their thoughts with someone that they didn't
have an existing relationship with? I do not know the answer to that question, but I do
know that several of the criticisms they made to me about their education will be
something that I will consider when conducting transition planning for my current and
future students. We truly have so much more to learn about post-school outcomes and
the variables that come into play.
While on paper Tamlyn and Andrew may continue to be discrepant from their
non-disabled peers in several adult outcome areas, all things considered, both are faring
well. I am proud of both Tamlyn and Andrew for accomplishing all that they have. I
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look forward to keeping in contact with them for years to come,... there is still much
more to their stories.
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from feeder school 6 mo.
and students at the N=123
vocational
(72%) at
technical school 12 and 24
without
month
disabilities.
Follow-up
Herein: LD1986-'87
learning
N=124
disabilities, NLD- completed
VT- not learning N=117
disabled
(94.4%) at
vocational
6 mo.
technical, NLD- N=104
Reg- not learning (83.9%) 12
disabled regular mo.
high school
Follow-up
Sampling
Strategy

Other

Wide Range
Achievement
Test (WRAT-R)
administered at
graduation
Attrition rates
approximately
equal between
LD-VT and
NLD-VT,
slightly lower
for the NLD-VT

Data
Informants
Article Comparison Location Population Length of Follow- Sampling Strategy Response
Group
up or
Rate of
Collection
(State) (districtstudy
wide, stateSample Method (face
Followwithout
wide,
to face,
along
disabilities
nationwide
phone
survey, mail
or notsurvey,
specified)
school
records or
adult records
Face to face, Participant/Student
Siegel,
No
CA
Program
Data
Follow- All students
N=105
along involved in the
phone
Robert,
specificcollected
program
Career
every 6
Lost
Waxman,
Ladder
months over
contact
& GaylordProgram or a period of 4
with 11
Ross
Pilot
years
Eval.
(1992)
Sample- 94
Community
Vocational
Training
Program
Sitlington No
& Frank
(1990)

IA

Statewide

Follow- Random sample
84% of LD
up
graduates
15 AEA's in Iowa
supplied a list of
students with all
1 year postexceptionalities who
graduation
graduatedfromhigh
school or aged out.
50% of students
graduated or
dropped out and
were randomly
selected
Classes of
1986 and
1986

School
Student, or family
records, face member
to face (1st),
telephone
(2nd), parent,
spouse or
sibling

Other

Article

Informants
Response
Data
Rate of
Collection
Sample Method (face
to face, phone
survey, mail
survey, school
records or
adult records
Follow- Random selection 72% were Face to face Student, parent,
Class of
of students from ocated and or telephone teachers or other
1993,1 year up
AEA rosters (9 of agreed to
post
relatives
15 AEAs)
participate.
graduation
When possible,
Classes of Follow- Random sample of Actually School
face to face with
all special
interviewed records,
1986 and
up
student, then
education students
interviews
1987
telephone or
and drop outs
LD- 83%
parent was
fromalll5AEA's.BD-79%
1 year postinterviewed
50% were selected MD- 82%
graduation
from a list
randomly.

Comparison Location Population Length of FollowGroup
(State) (districtstudy
up or
without
wide, stateFollowwide,
along
disabilities
nationwide
or notspecified)

Sitlington & No
Frank (1999)

IA

Statewide

Sitlington, et No
al. (1992)

[A

Statewide

Wagner
(1995)

Nationwide
(NLTS)

Nationwide Outcomes 3- Follow5 years post along
exiting high
school

No

Sampling
Strategy

Nationally
Not
representative
addressed
sample from 300
school districts
nationwide

School
records,
telephone
interviews

Parents and
students when
possible, teacher
and principals
familiar with the
student were also
interviewed

Other

Article

Wagner &
Blackorby
(1996)

Comparison Location Population Length of Follow- Sampling Strategy Response
Data
Informants
Group
(State)
(districtstudy
up or
Rate of Collection
without
wide, stateFollowSample Method (face
wide,
to face, phone
disabilities
along
nationwide
survey, mail
or notsurvey, school
specified)
records or
adult records
Yes (specifics Nationwide Nationwide Data
Follow- Nationally
Not
School
Parents and
not
(NLTS)
collected
along representative
addressed records,
students when
1985-1986,
sample from 300
possible, surveys
addressed)
telephone
1987, and
school districts
of teachers and
interviews
1990
nationwide, drawn
principals of
from special
student
education rosters
students between
the ages of 15-21

Other

**Included
multihandicapped,
deaf/blind,
hard of
hearing
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APPENDIX B
DETAILED INFORMATION ON SAMPLE

Type of Disability
Article

Affleck et al.
(1990)

LD BD MD ADD HI VI SP OH NC Sample Characteristics
X
X
1983-1987 graduates LD
M- 57%
n= 1,492 60%
LD13%,MMR27% F- 43%
mod. MR, BD, HI, SI
and not included in the MMR
M- 72%
study
F- 28%

Gender

Comparison group
M- 54%
F- 46%

Ethnicity
Non-handicapped

Drop out
vs.
Graduate
(numbers)
N/A

75% Caucasian
12% Black
4% Asian
2% Hispanic
2% Native American
5% Unknown
Handicapped
79% Caucasian
4% Black
3% Asian
2% Hispanic
1% Native American
11% Unknown
* Sample size varied over
time

Armstrong
et al. (2003)

X

96.8% of sites agreed M- 71%
to participate
F - 29%
Sub-sample of those
12 and older used for
purpose of this study

70% White
22% Black
5% Hispanic
3% Other

49.6%
graduated
50.4% less
than high
school,
RIGED,
upgraded

Type of Disability
Article

Baer et al.
(2003)

Blackorby &
Wagner
(1996)

Carson et al.
(1995)

LD BD MD ADD HI VI SP OH NC Sample Characteristics
X
X
X
X X X X
Students who exited M- 59%
special education in F- 41%
1997 or 2000
n-140

X

X

X

X

X X X

X

Gender

Ethnicity
Minority
Urban- 80%
Suburban- 20%
Rural- 2%
Overall 20%

Drop out
vs.
Graduate
(numbers)
Not
includedtoo difficult
to track

Nationally
representative sample

Participant overlap
Graduates (year 3)
between years 1 and 3
was 84%;
M- 67%
year 1 n=93,
F- 33%
year 3 n= 57
Drop outs
M- 84%
F- 16%

61%
graduates
61% drop
outs
(year 3)

Article
Chambers et
al. (2009)

Colley &
Jamison
(1998)
Corbett et al.
(2002)

Type of Disability
L
M
HV S 0 N
D BD D ADD I I P H C
X

X

X

X

X

X

X X

X

X

X

X

Sample
Gender
Characteristics
Sample included all Students with disabilities:M764 special
63%F- 36%Students without
educations students in disabilitiesM- 47%F- 51%
the 15 school systems
included as well as a
sample of 764 nondisabled students.

Ethnicity
Students with
disabilitiesCaucasian49%African American49%Other- 2%Students
without
disabilitiesCaucasian71%African American25%Other- 4%

n=720in 150 school Not addressed
districts across the
state

Not addressed

Students who did not
have complete data,
were not included in
this study. Final N=
305

Total:
Minority- 37%
Non-minority- 63 %

Drop out vs.
Graduate (numbers)
Students with
disabilities
dropout: 11 %Student
s without disabilities
drop out:5%

Not addressed

Total:
Drop out
66%
Graduated
(Data given differentiates SED and (Data given differentiates 25%
ED)
SED and ED)
Unknown
10%
Total:
M- 83%
F= 17%

Type of Disability
Article

Doren & Benz
(1998)

LD BD MD ADD HI VI SP OH NC Sample Characteristics
X
X
X
X
M- 66%
OR- N=315
F- 34%
NV-N=107

Gender

Represented 20% of
respective populations

Dunn &
Schumaker
(1997)
Frank &
Sitlington
(1993)

X

X

X

X

Analysis of variables
done only on those
participants who had
data complete on all
predictor and outcome
variables)
Rural- n= 25
Urban-n= 43
381 selected, Year 1 - Year 1 Year 3
N= 322 participated M 54%
55%
year 3- N= 322
F 46%
45%

Ethnicity
Not addressed

Drop out
vs.
Graduate
(numbers)
Not
addressed

Type of Disability
Article
Frank &
Sitlington
(1997)

Gender
LD BD MD ADD HI VI SP OH NC Sample Characteristics
X
Graduating classes of Not addressed
1985 and 1993

Ethnicity
Not addressed

Drop out vs.
Graduate
(numbers)
Not
addressed

Coordinated 2 separate
Follow-up studies
1985-N= 67
1993- N = 22

Frank et al.
(1991)

Frank et al.
(1995)

X

X

Not addressed

BD- 293
Interviewed-204
Analyzed- 200

130 graduates intei'views
M- 72%
F- 28%
70 Drop outs interviewed
M- 67%
F- 33%

N=561 graduates
BD-35
LD- 435
MD-91

BD
Year 1
M 78%
F 22%

Not addressed

N= 2,476 selected
(total sample)

X

X

Year 3
71%
29%

LD
M 74%
F
26%

75%
25%

MD
M
42%
F
58%

49%
51%

130
graduates
(75%)
70 drop
outs
(62%)
Not
addressed

Type of Disability
Article
Haring &
Lovett (1990)

LD BD MD ADD HI VI SP OH NC Sample Characteristics
X
X
M- 64%
Students graduated
between 1983 and
F- 36%
1985

Gender

Drop out vs.
Graduate
Ethnicity
(numbers)
30% Spanish speaking, a Not
number of Native
addressed
Americans

Subsample: n= 129

Haring et al.
(1990)

X

N= 64, mean age at theM- 60%
time of the interview F- 40%
was 21

30% Hispanic

Not
addressed

Type of Disability
Article

Harvey (2002)

LD BD MD ADD HI VI SP OHN C Sample Characteristics
Gender
X
X X X
X
X
DatafromNELS, sub- NVC- No vocational credit
sample of 7,007- those VC- vocational credit
who participated in all
4 waves (1988-1994)
Students without disabilities
M-NVC- 44.6%
M-VC- 47.5%
F-NVC-55.4%
F-VC- 52.5%
Students with disabilities
M-NVC- 57.5%
M-VC-58.1%
F-NVC- 42.5%
F-VC-41.9%

Drop out
vs.
Graduate
(numbers)
Ethnicity
NVC- No vocational
Students
credit
w/o dis.
VC- vocational credit
Diploma
NVCStudents without
98.1%
disabilities
VCWhite
95.6%
GED, no
NVC- 69.3%
VC-72.3%
certificate/
drop out
Other
NVC8.2%
NVC- 30.7%
VC- 27.7%
VC- 4.4%
Students
Students with disabilities with dis
White
Diploma
NVC: 79.9%
NVCVC- 83.2%
81.8%
VCOther
91.1%
NVC-20.1%
GED, no
VC-16.8%
certificate
or drop out
NVC18.2%
VC- 8.9%

Type of Disability
Article

Heal & Rusch
(1995)

Hoisch et al.
(1992)

Karpur et al.
(2005)

LD BD MD ADD HI VI SP OH NC Sample Characteristics
Gender
X
X X X
X
X
This study limited to Out of school sub sample:
students who were out
of high school in 1987 M- 62.8%
N= 3,357
F- 37.2%

X

X

X

X

Graduates from the
Career and Vocational
Services
N=57

Students reached directly N= 52
Numbers:
M-33
F- 19

Student exiters from Steps-to Success
Steps-to Success who
M-65.1%
exited with at least 1
year experience or
BD 74.8%
dropped out with at
least one year
Non-Classified
experience. Also
included were students
M-50.1
with EBD not
involved in the
program and a group
of non-classified
students.

F-34.9%
F-25.2%

F-49.9

Drop out
vs.
Graduate
(numbers)
Ethnicity
Out of school sub sample: Not
addressed
Black- 24.5%
White- 64.6%
Hispanic- 7.8%
Other- 3.4%
N= 46 Caucasians
Not
N= 5 Hispanics
addressed
N= 3 African Americans

Steps-to-Success
Not
White- 38.5%, Blackaddressed
16.3%, Hispanic- 44.2%
Other- 0%
BD
White-16.9%, Black42.9%, Hispanic- 39.9%
Other- .3%
Non-Classified
White-12.9%,Black32.1%Hisp. 53.5%Other1.5%

Type of Disability
Article

Karpinski et
al. (1992)

Kortering &
Braziel (1998)

Levine &
Edgar (1995)

LD BD MD ADD HI VI SP OH NC Sample Characteristics
X
Graduates:
X
X
99 students were
eligible
M- 60%
F- 40%
Drop outs
M- 65%
F-35%

X

X

X

Youth w/ and w/o LD
in one rural school
district who dropped
out over a period of 2
years.
Total pool:
N= 74 with LD
N= 196 without LD
Actual participants:
N= 35 with LD
N= 60 without LD
1985- 549 graduates
1990- 398 graduates
This study included
only a sub-sample
larger study included
all disabilities
recognizes by WA
administrative code.

With LD:
M- 89%
F-11%

Gender

Ethnicity
Drop outs Graduates
White
50%
53%
Black 48%
44%
Other 2%
3%

With LD
White-100%

Drop out
vs.
Graduate
(numbers)
60%
graduated
40%
dropped out

Not
addressed

Without LD
White- 98%

Without LD
M 68%
F-32%
Not addressed

Not
addressed

Type of Disability
Article
M
Gender
LD BD D ADD HiVI SP OH NC Sample Characteristics
Love &
X X
X
X
X
(1991) N= 1285, 1015 M- 67%
Malian (1997)
were targeted to
F- 33%
graduate
(1992) N= 528
* representative of population pool
participants, 1 year
post high school,
Luecking &
X
X
X
5 year sample-10
M- 53%
cohorts of Bridges
Fabian (2000)
F- 47%
School-to-work
Program (Marriot
Foundation for People
with Disabilities)
between 1993-1997
1992) N= 528
participants, 1 year
post high school, 60%
of the group
information was
collected for
Malmgren, et
X
Data set-part of the Breaks down by total possible
al. (1998)
"1st decade project" contacts and those who were
N= 20 BD
contacted all 5 yearsN=315 comparison

Ethnicity
69% White
3% Black
23%) Hispanic
4% Native American
1% Asian
Minority-81%

Drop out vs.
Graduate
(numbers)
270 were drop
outs or targeted
to drop out by
parents/teachers
Not addressed

Students who
dropped out
were not
included in this
study

Type of Disability
Article

Newman et al.
(2009) and
NLTS-2
website

Ramasamy
(1996)

Ramasamy et
al. (2000)

LD BD MD ADD HI VI SP OH NC Sample Characteristics
Gender
X
X
X
X X X X
Nationally
Could not locate
representative sample
of students with
disabilities aged 13-16
and in 7th grade or
higher at the time that
the study began.
X

X

X

X

Apache (Native
Dis. No Dis
American) students,
White Mountain
M
50%
41%
Apache Indian
F
50%
59%
Reservation, Alchesay
High School
N= 66 students with
disabilities
N= 66 students
without disabilities
N= 66 identified
LD
No Dis.
N= 52 located
(numbers)
M- 13
6
LD=24
F11
18

Ethnicity
Could not locate

Drop out
vs.
Graduate
(numbers)
Could not
locate

100%) Native AmericanDis
Apache
NoDis
Grad.
83%
69%
Dropout
17%
31%
100%o Native AmericanApache
Dis No
Dis
(numbers)
Grad.
19
19
Drop out
5
5

Type of Disability
Article
Gender
LD BD MD ADD HI VI SP OH NC Sample Characteristics
X
This sample:
With LD
W/O LD
Participants were
M
61%
48.9%
included in all four
F
38.4%
51.1%
rounds
Most were between
the ages of 19-21,
Data was taken from
1994
N=ll, 178
LD=441
Without LD-10, 737
Sample (1998)
X
N= 53 identified
M- 73%
N= 23 not located
F- 27%
Sample included:
N= 27 students
N= 3 family members

Rojewski
(1999)

Scuccimarra &
Speece (1990)

X

X

X

X

N= 70 selected
LD=60
MR-6
ED-2
Physical- 2
65 actual interviews
were conducted

M- 67.7%
F- 32.3%

Ethnicity
W/LD W/O
LD
Asian
African
American
Hispanic
White
Other

Drop out
vs.
Graduate
(numbers)
Not
addressed

1.4% 3.2%
11.7% 12.2%
8.9% 9.3%
77.2% 74.5%
.9%
.8%

77% Caucasian
17% Hispanic
3% Native American
3% Pacific Islander
Caucasians- 38.5%
Blacks-61.5%

47%
Diploma
40%
Dropped
out
13% GED
Not
addressed

Type of Disability
Article
Schwartz &
Taymans
(1991)

LD BD MD ADD HI VI SP OH NC Sample Characteristics
X
48 VTP completers
M=14
were identified for the F-9
years 1986-1988

Gender

Ethnicity
19-Black
2- Hispanic
2- White

N=23 interviewed

Shapiro &
Lentz (1991)

Siegel et al.
(1992)

All students were in 1st year of the study
12th grade the 1st year
of the study- 2 cohort 1985-1986 cohort
classes
N=143
M-92
F- 51
1986-1987 cohort
N=124
M-80
F-44

X

X

X

X

X

Graduates between
1985-1989
N=105

M- 39%
F-61%

1985-1986 cohort

Drop out vs.
Graduate
(numbers)
All
graduated,
30%
diploma,
70%
certificate
of
completion
Not
addressed

89.3% Caucasian
6.7% Black
4% Hispanic
1986-1987 cohort
91.5%o Caucasian
3.8% Black
3.1% Hispanic
1.5% Other
51% Black
22% Hispanic
15% White
5% Chinese
3% Filipinos
2% Vietnamese
1% Japanese, American
Indian, Middle Eastern

103
Graduated
2 Dropped
out

Type of Disability
Article

Sitlington &
Frank (1999)

Sitlington &
Frank (1990)

LD BD MD ADD HI VI SP OH NC Sample Characteristics
X
N= 229 identified
M=71%
F- 29%

Gender

Ethnicity
Not addressed

Drop out
vs.
Graduate
(numbers)
Not
addressed

N= 2,476 total special N=909
education students
M- 74.3%
1090 graduated from F- 25.7%
LD programs

X

914 interviewed
3 excluded

Sitlington, et
al. (1992)

X

X

X

N-911(84%ofLD
grads)
Total sample:
N= 2,476
LD= 1,249
BD-292
MD-84

Not addressed

Not addressed

Not
addressed

Type of Disability
Article
Wagner
(1995)

Wagner &
Blackorby
(1996)

LD BD MD ADD HI VI SP OH NC Sample Characteristics
Gender
X
More than 8,000
Not addressed
students with
disabilities ages 13-21
in the 1985-1986
school year

X

X

X

X X X

X

More than 8,000
students with
disabilities

Not addressed

Ethnicity
Not addressed

Not addressed

Drop out vs.
Graduate
(numbers)
Not
addressed

60%
graduated
30%
dropped out
of high
school
8% dropped
out before
reaching
high school
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APPENDIX C
OUTCOME VARIABLES EXAMINED

Primary
Outcome
Variables

Post High
School
Transition
Services

Primary High
School
Preparation

Article

Post-secondary Independent Community Personal/Social
Living
Involvement relationships
Employment
education
Affleck etal. (1990)
X
X
Armstrong et al.
X
X
X
X
(2003)
Baeretal. (2003)
X
X
Blackorby &
X
X
Wagner (1996)
X
X
Carson etal. (1995)
X
X
X
Chambers et al.
(2009)
Colley & Jamison
(1998)
Corbett et al. (2002)

X

X

X

X

X

X

Doren & Benz
(1998)
Dunn & Schumaker
(1997)
Frank & Sitlington
(1997)
Frank & Sitlington
(1993)
Frank etal. (1995)

X

Frank etal. (1991)

X

X

Coursework Experiences
X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X
X

X

X

X

X

X

X

X

X

X

X

X

X

X

X
X

X

X

X

Other

Article
Haring & Lovett
(1990)
Haring etal. (1990)
Harvey (2002)
Heal & Rusch
(1995)
Hoisch et al. (1992)
Karpur et al. (2005)
Karpinski et al.
(1992)
Kortering & Braziel
(1998)
Levine & Edgar
(1995)
Love & Malian
(1997)
Luecking & Fabian
(2000)
Malmgren, et al.
(1998)
Newman et. al.
(2009) and NLTS-2
website
Ramasamy (1996)

Post High
School
Transition
Services

Primary High
School
Preparation

Primary
Outcome
Variables
Post-secondary Independent Community Personal/Social
Employment
education
Living
Involvement relationships
X

X

X

X

X

X

Coursework Experiences

X
X

Other

X

X

X

X
X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

Primary
Outcome
Variables
Article
Ramasamy et al.
(2000)
Rojewski((1999)
Sample (1998)
Schwartz &
Taymans(1991)
Scuccimarra &
Speece(1990)
Shapiro & Lentz
(1991)
Siegel, etal. (1992)
Sitlington & Frank
(1999)
Sitlington & Frank
(1990)
Sitlington, et al.
(1992)
Wagner (1995)
Wagner &
Blackorby (1996)

Post High
School
Transition
Services

Primary High
School
Preparation

Other

Post-secondary Independent Community Personal/Social
education
Living
Involvement relationships
Coursework Experiences
Employment
X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

x future
plans
X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

x

X

X

x

X
X
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APPENDIX D
SPECIFIC OUTCOMES

Adult Outcome
Article
Areas
Affleck et al. Employment
(1990)

General Outcomes

Disability Differences
6mo. 18mo. 30mo.
NoDis 73% 79% 67%
LD
65% 71% 68%
MMR 41% 50% 47%

Post-Secondary
Education

6 mo. 18mo. 30mo.
No Dis. 49% 38% 31%
LD
29% 23% 15%
MMR 27% 19% 9%

Independent
Living

6 mo. 18 mo. 30mo.
No Dis. 32%
57%
LD
22%
39%
MMR
8%
21%

Community
Involvement
Personal/Social
Relationships

Gender Differences

Ethnic
Differences

Drop out
v.
Graduate

Other

Adult Outcome
Article
Areas
Armstrong et Employment
al. (2003)

General Outcomes
42% unemployed

Post-Secondary
Education

4.1% attended

Independent
Living

39.7% lived in
community

Community
Involvement

N.A

Personal/Social
Relationships

On a 5 point scale,
participants rated their
support network as a
3.07

Disability Differences

Gender Differences

Ethnic
Differences

Drop out
v.
Graduate

Other

Article
Baer et al.
(2003)

Adult Outcome
Areas
General Outcomes
Employment
49% were employed
full time (32 hour or
more per week)

Post-Secondary
Education

Independent
Living
Community
Involvement
Personal/Social
Relationships

38% reported having
been enrolled in a 2
or 4 year college or a
technical school

Disability Differences

Gender Differences

Ethnic
Differences

Negative correlation
between being a female
and being employed
full-time post
graduation,

Being of
minority status
and attending
post-secondary
education was
negatively
correlated

Drop out
v.
Graduate

Other
Number of years
post-graduation
no significant
correlation with
attending postsecondary
institutions or
being employed
full-time and was
negatively
correlated with
attending career
fairs and resume
writing

Adult Outcome
Article
Areas
Blackorby & Employment
Wagner
(1996)

Post-Secondary
Education

General Outcomes

Ethnic
Drop out v.
Gender Differences
Differences
Disability Differences
Graduate
Post Graduation
All DisabilitiesAll Disabilities- All DisabilitiesCompetitive Employment Employed
Competitively
Competitively
Rates
Employed
>2
3-5 yrs. Employed
64.3% < 2yrs. 3-5 yrs. > 2 yrs. 3-5 yrs.
> 2 yrs.
3-5 yrs. M 52%
Graduate
No Dis. 59%
69% F 31.5% 40.3% White
LD
59.2% 70.8%
53.1% 60.8% 53.3% 64.8%
Drop Out
BD
25.4% 37.0%
Black
VI
23.4% 29.4%
25.5% 47.3% 42.2% 7.1%
Age Out
D
48.8% 42.3%
Hispanic
HH
37.2% 43.5%
49.4% 50.5% 25.9% 37.1%
01
20.2% 21.7%
OHI
33.1% 39.8%
HH
36.4% 60% All DisabilitiesAll Disabilities- All Disabilities
Attended Post- Attending
OI
18.1% 46.3% Attended
OHI
28%
56% > 2 yrs.
Postsecondary
3-5 yrs. secondary
2 yrs. 3-5 yrs
M 14.8%o 25.8%
>2yrs. 3-5yrs. Graduate
F 12.4%
28.7% White
18.9% 36.9%
14.8% 27.5%- Drop Out
6.5%
11.1%
Black
Age Out
12.7% 23.2% 13.2%, 26.3%
Hispanic
9.9%

27.7%

Other

Adult Outcome
Article
Areas
Blackorby & Independent
Wagner
Living
(1996)
CONTINUED

Community
Involvement
Personal/Social
Relationships

General Outcomes

Ethnic
Drop out v.
Differences
Graduate
Gender Differences
All Disabilities- Living All Disabilities- All DisabilitiesLiving
Living
3-5 yrs. Independently
> 2 yrs.
3-5 yrs. Independently Independently
60%
> 2 yrs. 3-5 yrs.
44.1%
40.2% M 10.4%
34.2% >2yrs. 3-5 yrs.
White
Graduate
23.7%
46.4% F 13.1%
44.8% 13.4% 42.3% 9.9% 40.8%
41.9%
Black
44.9%
5.1% 25.5% Drop Out
38.3%
Hispanic
15.2% 35%
25.1%
15.2% 31.1%
Age Out
6.7% 21.9%

Disability Differences
> 2 yrs.
NoDis. 33%
LD 14.7%
BD 11.9%
MR 4.3%
VI
17.2%
D
16.1%
HH 15.9%
01
6%
OHI 6.6%

Other

Adult Outcome
Article
Areas
Chambers et Employment
al. (2009)

General Outcomes

Disability Differences
LeftH.S.
lyr.
Dis. 63%
73%
NoDis. 66%
%

Post-Secondary
Education

Since Leaving H.S.(Tech.
School, 2 or 4 yr. College)
Dis.
19.7%
No Dis. 69.8%

Independent
Living

Dis.
13%
NoDis. 14%

Community
Involvement
Personal/Social
Relationships

Dis. More likely to
identify three activities
they do in their free time
No. Dis -More likely to
identify one activity in
their free time.

Gender Differences

Ethnic
Differences

Drop out
v.
Graduate

Other

Adult Outcome
Article
Areas
Carson et al. Employment
(1995)

General Outcomes

Disability Differences

Gender Differences

Ethnic
Differences Drop out v. Graduate
Dropout/ Graduate
1 year 36% 55%
3 year 60% 68%

Post-Secondary
Education

Dropout/Graduate
lyear 50% 40%
3 year 52% 49%

Independent
Living

Drop out / Graduate
lyear 28% 35%
3 year 51% 64%

Community
Involvement

Drop out / Graduate
lyear 27% 27%
3 year 28% 26%

Personal/Social
Relationships

Single
Drop out/ Graduate
lyear 86% 85%
3 year 60% 81%

Other

Article
Colley &
Jamison
(1998)

Adult Outcome
Areas
General Outcomes
Employment
47% working
19% seeking
employment

Post-Secondary
Education

Attending 17%

Independent
Living

79% Living at home
41% would like to live
independently if it was
financially possible

Community
Involvement

Community
Recreation and where
education was
provided
Integrated Separate
17%
16%

Personal/Social
Relationships

Spent time with and
where education was
provided
Integrated Separate
Family
23%
43%
Friends
25%

Disability Differences

Gender Differences

Ethnic
Differences

Drop out
v.
Graduate

Other

Adult Outcome
Article
Areas
General Outcomes
Corbett et al. Employment
(2002)
Significant
relationship between
total earnings and
total number of
vocational education
classes taken (generic
and on the job)

Disability Differences

Gender Differences

Ethnic
Differences

Post-Secondary
Education
Independent
Living

Greater participation
in generic vocational
education, correlated
with increased rates of
public assistance

Females were more
likely to be receiving
public assistance than
males

Community
Involvement

Greater participation
in three programs the
decreased number of
Department of
Corrections contacts

Males were more likely
to have encountered the
Department of
Corrections

Personal/Social
Relationships

Minorities more
likely to receive
public assistance
than nonminorities.

Drop out
v.
Graduate

Other

Article
Doren &
Benz(1998)

Adult Outcome
Areas
Employment

General Outcomes

Disability Differences

Gender Differences
Only significant results
reported here:
Fewer females (47%)
than Males (72% were
working one year post
high school)
Fewer females (50%)
than males (62%) had
two or more jobs while
in high school

Post-Secondary
Education

Independent
Living
Community
Involvement
Personal/Social
Relationships

More females (47%)
exited high school with
lower levels of selfesteem than males

Ethnic
Differences

Drop out
v.
Graduate

Other

Article
Dunn&
Schumaker
(1997)

Adult Outcome
Areas
Employment

Post-Secondary
Education

Independent
Living

Community
Involvement

Personal/Social
Relationships

Drop out
Ethnic
v.
Other
Gender Differences
Differences
Graduate
General Outcomes
Disability Differences
Employed
Overall Employed
Employed
Employed Those employed
who also had
LD 93%
White
82% Diploma paid employment
M 88%
BD 67%
when in high
Black
69% 91%
F 61%
MR 47%
Certificate school
** * included breakdown
Rural/Urban
68%
Drop Out Yes 93%
No 56%
79%

Article
Frank &
Sitlington
(1993)

Adult Outcome
Areas
General Outcomes
Employment
Full/Part time employed 72%
Unemployed-21%
Homemaker, student, or
in job training- 7%
Post-Secondary
Education

No training 66%
Community College-16%
Private College-10%
Remaining- adult
education/apprenticeships

Independent
Living

Yr. 1
On own 21%
Relatives 66%
Supervised 8%
Residential 4%

Community
Involvement

Participated in 1-3 leisure
activities 63%
4-6 acts.- 17%
6 or more acts. 9%
None- 12%

Personal/Social
Relationships

3 years post graduation
single-81%
married- 16%
divorced, separated,
widow- 3%

Disability Differences

Gender Differences

Ethnic
Differences

Drop out
v.
Graduate

Other

Yr. 3
38%
46%
8%
4%

-J

Article
Frank &
Sitlington
(1997)

Adult Outcome
Areas
General Outcomes
Employed
Employment
1989 1993
54%
68%

Post-Secondary
Education

Attending:
1989
1993
37%
50%

Independent
Living

Responsible for some
living expenses:
1989
1993
43%
68%

Disability Differences

Gender Differences

Ethnic
Differences

Drop out
v.
Graduate

Other

Community
Involvement
Personal/Social
Relationships

to
oo

Adult Outcome
Areas
Article
Frank et al. Employment
(1991)

Post-Secondary
Education

Independent
Living

Community
Involvement

Personal/Social
Relationships

General Outcomes

Disability Differences

Ethnic
Gender Differences Differences Drop out v. Graduate
Employed Full/Part
Employed Full/Part time
Graduate
time
Drop out
Graduate Drop out
58.1%
M-61.4% 40.9%
29.9%
F- 50%
8.8%
Graduate- less than 32%
participated in postsecondary
Drop outs- 55% of those
employed and 65% of
those unemployed had no
post-secondary training
Living Independently
Graduate Drop out
M-7.4%
17%
F- 36.1%
43.7%
Graduates -90%
participate in social
activities (mostly with
family and friends)
Drop outs- Almost 89%
were involved in at least
on leisure activity (mostly
family and friends)
Graduates- most
graduates indicated that
they were single
Drop outs- 81%o were
single

Other

Adult Outcome
Article
Areas
Frank et al. Employment
(1995)

Post-Secondary
Education

Independent
Living

General Outcomes

Disability Differences
Yearl
BD- 63%
LD- 77%
MD- 59%
Year 3
BD- 79%
LD- 85%
MD- 72%
Yearl
BD- 52%
LD- 49%
MD- 30%
Year 3
BD- 54%
LD- 54%
MD-36%
Living on own or with a friend
or spouse
Yearl
BD-19%
LD- 29%
MD- 24%
Year 3
BD- 54%
LD- 52%
MD- 53%

Gender Differences

Ethnic
Differences

Drop out
v.
Graduate

Other

Article
Frank et al.
(1995)
CONTINUED

Adult Outcome
Areas
Community
Involvement

Personal/Social
Relationships

General Outcomes Disability Differences
Participation in 3 or
more activities:
Year 1
BD-37%
LD-27%
MD- 45%
Year 3
BD-34%
LD- 26%
MD-40%

Ethnic
Gender Differences Differences

Drop out
v.
Graduate Other

Article
Haring &
Lovett
(1990)

Adult Outcome
General Outcomes
Gender Differences
Areas
Disability Differences
M- 75%
Employment
64% worked, or in
LD - 59%
F- 48%
supervised employment MD 7%
settings

Post-Secondary
Education

27% in post-secondary
education

Independent
Living

70% lived with
parent/guardian/relative
12% lived with
roommate or spouse
15% ARC

Community
Involvement

Personal/Social
Relationships

LD- 71%
MR- 10%

LD- planned most
activities
MR- who lived in a
residential facility almost
exclusively participated in
events planned by the
staff
70% happy with social
life
5% total sample married

Married
F- 3%

Ethnic
Differences

Drop out
v.
Graduate

Other

Adult Outcome
Article
Areas
General Outcomes
Haring et al. Employment
68% of the sample
were employed
(1990)
31% unemployed
No indication of what
the other missing 1%
was doing
Post-Secondary
Education

35% had attended
post-secondary

Independent
Living

79% lived at home
with relatives
21% living
independently or with
friends

Community
Involvement

Personal/Social
Relationships

Disability Differences

Gender Differences
Employed
M- 76%
F- 39%

Satisfied with social
and recreational life
M-80%
F- 75%
9% were married

Ethnic
Differences

Drop out
v.
Graduate

Other

Article
Harvey
(2002)

Adult Outcome
Areas
General Outcomes
Employment
49% employed who
participated in
vocational education
46% employed who
did not participate in
vocational education

Disability Differences
12 month follow-up
Students
w/
w/o
disabilities
No Voc. Ed. 46%o 30%
Vocational Ed. 55% 49%

Post-Secondary
Education

Students w/
w/o disabilities
No Voc. Ed. 8.2% 78.8%
Vocational Ed. 56.9% 69.2%

Independent
Living

NVC- No vocational credit
VC- vocational credit
Lives with parent or guardian
Students
w/ w/o Dis.
NVC
49% 46.5%
VC

56.2% 53.7%

Community
Involvement
Personal/Social
Relationships

Ever Married
Dis.
No Dis.
No Voc. Ed. 5.5% 4.8%
Voc. Ed.
9.3
8.4%

Gender
Differences

Ethnic
Differences

Drop out
v.
Graduate

Other

Article
Heal&
Rusch
(1995)

Adult Outcome
Areas
General Outcomes
Employment
Fewer than 1/2 of
participants were
employed in full time
competitive
employment
Post-Secondary
Education

Independent
Living
Community
Involvement

Personal/Social
Relationships

Disability Differences
Gender Differences
Those with mild disabilities Vlales were employed
were most likely employed in competitive
(hearing impaired, visually employment full or part
time more than Females
impaired, physically
(53.4% v. 29.6%)
handicapped, mental
disabilities and then those
with severe disabilities

Ethnic
Differences

Drop out
v.
Graduate

Other

Adult Outcome
General Outcomes
Article
Areas
Hoisch et al. Employment
39% employed
(1992)

Post-Secondary
Education

Independent
Living

Community
Involvement

Personal/Social
Relationships

Disability Differences

Gender Differences

Ethnic
Differences

Drop out
v.
Graduate

Other

Adult Outcome
Areas
General Outcomes
Article
Karpur et al. Employment
Up to 4 years postschool exit With
(2005)
Steps-to-Success
Instruction
EBD
44%
No Dis.
62%
EBD (w/o inst.)
51%
Post-Secondary Up to 4 years postEducation
school exit
EBD
36%
No Dis.
>36%
Independent
Living
Community
Involvement
Personal/Social
Relationships

Ethnic
Disability Differences Gender Differences Differences

Drop out v.
Graduate
School Drop Out
39%
Steps-to-Success
Graduates
44%
Step-to-Success
Drop Out
39%
School Drop Out
17%
Steps-to-Success
Graduates
36%
Step-to-Success
Drop Out
44%

Other
Exiters
Incarcerated
Steps-to-Success2.8%
BD-11.6%
Non-Classifiedapproximately 2%

Ethnic
Adult Outcome
Disability
Drop out v. Graduate
Article
Areas
General Outcomes Differences Gender Differences Differences
Vlales were twice as
Graduates were employed
Karpinski et Employment
74% of participants
were employed at the
likely as females to be
more, but it was not
al. (1992)
first interview
employed at the time
significant
71% were employed
of the first interview
at the second
(91% v. 49%)
interview
At interview 2, Males
were still more likely
to be employed (78%
v 58%)
Post-Secondary
17% of graduates were in
post-secondary education (
Education
29% of drop outs were
enrolled in some form of
post-secondary education
Similar patterns existed at
the second interview
Independent
At the first interview 81%
of graduates and 70% of
Living
drop outs depended on
others
At the second interview
69% of graduates and 58%
of drop outs depended on
others
Community
Involvement
Personal/Social
Relationships

Other

Adult Outcome
Article
Areas
Kortering & Employment
Braziel
(1998)

General Outcomes

Disability Differences

Gender Differences

Ethnic
Differences

Drop out v.
Graduate
2 to 8 mo
after dropping
out

Other

Dis.
5%
NoDis. 47%
Post-Secondary
Education

to 8 mo
after dropping
out
Dis.
0%
NoDis. 3%

Independent
Living

Community
Involvement

Personal/Social
Relationships

to

Article
Levine &
Edgar
(1995)

Adult Outcome
Areas
Employment

Post-Secondary
Education

General Outcomes

Disability Differences
Gender Differences
1985 cohort (yr6& 7 postgraduation)
Yr. 6
7
%
M F
M F
LD
91 63 88 74
MMR
60 56 60 44
NoDis. 81 80 87 82
1990 (year 1& 2 postgraduation)
Yr. 1 2
%
M F M
F
LD
60 63 72 63
MMR 40 25 60 25
NoDis. 52 69 56 79
1985 cohort (yr6&7postgraduation)
Yr. 6 7 %
M F M F
LD
20 0 15 7
MMR
0 11 0 11
NoDis. 36 33 27 28
1990 (year 1& 2 postgraduation)
Yr. 1
%
M F M
LD
37 26 28
MMR 0
25 20
NoDis. 79 71 78

2
F
11
0
69

Ethnic
Differences

Drop out
v.
Graduate

Other

Adult Outcome
Article
Areas
Levine &
Independent
Edgar (1995) Living
CONTINUED

General Outcomes

Gender Differences
Disability Differences
1985cohort(yr6&7postgraduation)
Yr. 6
7
% M F M F
LD
57 70 60 78
MMR
30 56 30 44
NoDis. 65 66 68 73
1990 (year 1& 2 postgraduation)
Yr. 1 2
%
M F M F
LD
30 11 38 32
MMR
20 25 20 25
NoDis. 58 45 59 55

Community
Involvement

Personal/Social
Relationships

Parenting for 1985
cohort with LD and
parenting without
marriage was
significant and in
favor of the LD
group.

Ethnic
Differences

Drop out
v.
Graduate

Other

Article
Love&
Malian
(1997)

Adult Outcome
General Outcomes
Areas
Employment
68% of population
reported being
employed
Post-Secondary
Education

Independent
Living

Community
Involvement
Personal/Social
Relationships

Majority of students
reported they lived at
home (68%)

Disability Differences

Gender Differences

Ethnic
Differences

Drop out v. Graduate Other
Majority of both groups
reported working 40hrs.
Per week.
Students who graduated
from high school were
more likely to pursue
post-secondary
education
31% of drop outs
reported that they did
pursue some sort of
post-secondary training
All graduates reported
needed financial
assistance after
graduation
40% of drop outs
needed financial
assistance

More graduates were
involved activities with
family and friends
Parents of students who
dropped out had more
concerns about
drug/alcohol problems

Adult Outcome
Article
Areas
General Outcomes
Luecking & Employment
Employed
Fabian
6mo. 12 mo. 18 mo.
(2000)
68% 53%
60%

Post-Secondary
Education

Independent
Living

Disability Differences

Going to school
6mo. 12 mo. 18mo.
43% 44%
45%

LD
MR
BD

6mo
71%
64%
61%

At 12 mo. Post-high school
students with BD were
about half as likely
employed than those with
LD
At 19 mo. Post high school
students with BD were
almost 3 times less likely to
be employed.
Community
Involvement
Personal/Social
Relationships

Gender Differences
6 mo. 65% Males,
35% Females
working

Ethnic
Differences

Drop out
v.
Graduate

Other
Completion of an
internship and
job offered were
strongest
predictors of
employment
outcomes

Adult Outcome
Article
Areas
Malmgren, et Employment
al. (1998)

Post-Secondary
Education

Independent
Living

Community
Involvement
Personal/Social
Relationships

General Outcomes

Disability Differences
1985 cohort-(6-10 years postgraduation):
Yr. 6 7 8 9 10
Dis. %
43 71 71 57 43
NoDis.% 80 85 83 83 88
1990 cohort (1-5 years postgraduation):
Yr.
12
3 4
5
Dis.%
54 46 46 54
62
No Dis.%
63 63 67 54
79
Looked at completion rates at
years 5 and 10 (*significance
reported)
BD
Reg. Ed.
Yr5
23.1% 44.7%
Yr 10 28.6%
66.9%

Gender
Differences

Ethnic
Differences

Drop out
v.
Graduate

Other

Adult Outcome
Article
Areas
General Outcomes
Newman et Employment
Students who came
al. (2009)
from higher income
families that have
been employed since
leaving high school:
81%

Post-Secondary
Education

Students who came
from lower income
families that have
been employed since
leaving high school:
61%
Students who came
from higher income
families that
attended college:
57%

Disability Differences
Up to 4 years post-exit
Dis.
57%
No Dis.
66%

Ethnic
Gender Differences
Differences
Working Full-time
(students with disabilities)
Males 68%
Females 35%

Drop out v.
Graduate

Up to 4 years post-exit
Dis.
45%
No Dis.
53%

Graduates 51%
Drop outs 1 %

Up to 4 years post-exit
Dis.
-25%
No Dis.
-25%

Graduates 6%
Drop outs: 0%

Students who came
from lower income
families that attended
college: 30%
Independent
Living

Other

Adult Outcome
Article
Areas
Newman et Community
al. (2009)
Involvement
CONTINUED

Personal/Social
Relationships

General Outcomes Disability Differences
Gender Differences
Up to 4 years post-exit Negative Involvement
Negative Involvement (e.g. arrested)
(e.g. arrests)
Males 33%
Dis.
Females 17%
28%
No. Dis.
12%

Up to 4 years post-exit
Dis.
87%

Ethnic
Differences

Drop out v.
Graduate
Participated in
their community
Graduates 55%
Dropouts 20%
Negative
involvement (e.g,
arrests)
Graduate 22%
Dropout 49%

Other

Article
Ramasamy
(1996)

Adult Outcome
Areas
Employment

General Outcomes
69% of the total
sample were
unemployed

Disability Differences
Dis.
No Dis.
27%
35%

Gender Differences

Ethnic
Differences

Drop out
v.
Graduate

Other

Post-Secondary
Education

Independent
Living

75% of the entire
sample lived with
parents or relatives

Community
Involvement
Personal/Social
Relationships

to
ON

-4

Adult Outcome
Article
Areas
General Outcomes
Disability Differences
Ramasamy et Employment
63% of the total
Up to 6 years post exit
al. (2000)
sample were
(included graduates and
unemployed
dropouts)
Dis.
29%
NoDis. 46%
Post-Secondary
Education

Independent
Living

Community
Involvement

Personal/Social
Relationships

Up to 6 years post school
exit (included graduates
and dropouts)
Dis.
50%
NoDis. 63%
75% of total sample
were lived at home

Up to 6 years post school
exit (included graduates
and dropouts)
Dis.
25%
NoDis. 25%
Individuals with
disabilities participated
more in traditional
activities of the Apache
culture than non-disabled
peers
71% of youth with
disabilities reported that
they "hung out" with
family and friends
regularly

Gender Differences

Ethnic
Differences

Drop out
v.
Graduate

Other

Article
Rojewski
(1999)

Adult Outcome
Areas
Employment

Post-Secondary
Education

General Outcomes

Disability Differences
2yrs.
Males Dis. 66%
No Dis.
45.2%
Females Dis. 75%
No Dis.
Not reported

2yrs.
Males
Dis.
<33%
No Dis.
50%
Females
Dis.
24.6%
No Dis 55.6%

Independent
Living
Personal/Social
Relationships
Community
Involvement

Gender Differences
Almost 2/3 of males
with LD were in the
workforce 2 years posthigh school vs. 45.2%
of males w/o LD
Females with LD were
more likely to be
working (only 1/4
reported being
unemployed)
Females with LD were
6x less likely to be
employed
Females w/o LD -2x
likely to be in post
secondary education
than females with LD
(55.6%v. 24.6%)
Less than 1/3 of males
with LD were enrolled
in post-secondary
education, about 1/2 of
males with LD were
enrolled in postsecondary education

Ethnic
Differences

Drop out
v.
Graduate

Other

Article
Sample
(1998)

Adult Outcome
Areas
General Outcomes
Employment
Rise in number of
former students
working 37 or more
hours per week over
the course of 24
months and a drop in
unemployment over
time
Post-Secondary
Education

Independent
Living

Community
Involvement

Personal/Social
Relationships

Students with
significant parental
support were more
likely to be socially
adjusted to their
communities 12 and
24 months post high
school

Disability Differences
Those with LD more likely
to participate and be
involved with traditional
Apache beliefs

71% spent most of their
time with family and
friends

Gender Differences

Ethnic
Differences

Drop out
v.
Graduate

Other

Adult Outcome
Article
Areas
General Outcomes
Schwartz & Employment
78% were employed
Taymans
(1991)

Disability Differences

Gender Differences

Ethnic
Differences

Drop out
v.
Graduate

Other

Post-Secondary
Education
Independent
Living

All total sample was
living at home

Community
Involvement

74% indicated they
participated in
activities outside their
homes

Personal/Social
Relationships

to

Adult Outcome
Areas
Article
General Outcomes
Scuccimarra Employment
78.5% were employed
& Speece
(80% Full time)
(1990)
21.5% students,
homemakers, or
disabled
12.3% unemployed
Post-Secondary
Education

40% entered some type
of post-secondary
training

Independent
Living

83.1% lived at home
with parents/relatives
(76.6% wished they
didn't)

Community
Involvement

Data collected on
social activities
indicated that all
participants were
involved in at least one
activity

Personal/Social
Relationships

76.9% had a special
friend, 66.1% were
satisfied with social
life, 29.2% dissatisfied
with social life

Disability Differences

Gender Differences
M- 90.9% employed
F- 52.4%

Ethnic
Differences

Drop out
v.
Graduate

Other

Adult Outcome
Article
Areas
General Outcomes
Disability Differences
Gender Differences
Shapiro & Employment
'85-'86 50%
Cohort 1985-1986
Lentz(1991)
VT= Voc. Tech %
employed at
graduation
6 mo. 12mo. 24 mo.
'86-'87 employed 73% LD-VT 77.5 96.9 91.2
NLD-VT 6.1 97.1 90
at graduation
NLDReg. H.S. 85
85.7 94.4

Post-Secondary
Education

Cohort 1986-1987
VT= Voc. Tech
6 mo. 12mo.
LD-VT
90.9
92.9
NLD-VT
86.7
95.8
NLD- Reg. H.S 73.1
85
Cohort 1985-1986
VT= Voc. Tech
%
6 mo. 12mo. 24
mo.
LD-VT 1 1 15.8 13.2
NLD-VT 21.7 15.4 22.2
NLDReg. H.S. 48.7 56.2 54.6
Cohort 1986-1987
VT= Voc. Tech
6 mo. 12mo. .LD-VT
17.5 12.5
NLD-VT
21.1 29.5
NLDReg. H.S
39.6 51.2

Ethnic
Differences

Drop out
v.
Graduate

Other

Adult Outcome
Gender Differences
Article
Areas
General Outcomes
Disability Differences
Shapiro &
Independent
72% of all students Cohort 1985-1986 Over 72%
Lentz(1991) Living
continued to live with continued to live at home up
parents up to 24 mo. to 2 years post-graduation
CONTINUED
Post graduation

Community
Involvement

85-'86 cohort
involved with church,
recreation and saw
increase in
professional
organizations at 24
mo. Post graduation.
86-'97 group similar
outcomes, but less
church involvement

Personal/Social
Relationships

Cohort 1985-1986
No differences in
personal/social interactions
emerged among the three
groups.

Ethnic
Differences

Drop out
v.
Graduate

Other

Adult Outcome
Article
Areas
General Outcomes
Siegel et al. Employment
80% average
(1992)
employed across 48
months. (table shows
employment rates, but
exact percentages not
decipherable)
Post-Secondary
Education

Disability Differences

Gender Differences

Ethnic
Differences

Drop out
v.
Graduate

Other

6mo—14.9%
12 mo.-30.5%
18mo.—22.8%
24 mo.—27.8%
30 mo.—24.4%
36 mo.—27.6%
42 mo.—40%
48 mo.—60%

Independent
Living
Community
Involvement

Personal/Social
Relationships

-J

Adult Outcome
Areas
Article
Sitlington & Employment
Frank (1990)

General Outcomes

Post-Secondary
Education
Independent
Living

Community
Involvement

Personal/Social
Relationships

64% were living with
parents or relatives
13 %-20% reported
they were living
independently
At least 90% of the
graduates reported
that they were
involved in some type
of leisure activity
(family and friends
were most sited)
The majority of
graduates reported
that they were single

Disability Differences

Gender Differences
M- 81% reported being
employed
F- 66% reported being
employed

Ethnic
Differences

Drop out
v.
Graduate

Other
LI- level lowest
level of
disability to L 3
highest level of
disability-

Adult Outcome
Areas
Article
General Outcomes
Sitlington & Employment
Frank (1999)
Post-Secondary
1 year post-high
Education
school

Independent
Living

Community
Involvement

Personal/Social
Relationships

Disability Differences

Gender Differences

Ethnic
Differences

Drop out
v.
Graduate

Other

40% attending a
community college
3% attending a 4 year
institution
3% attending adult
education
1 year post-high
school
30% living
independently
Included social,
organized community
and informal activities.
Most participants
reported involvement,
but was not involved
in any organized
activities.
Three aspects looked
at (self-determination,
social interaction &
physical care).
Participants knew
what they liked to do
in their spare time

to
-J
-J

Adult Outcome
Article
Areas
Sitlington et Employment
al. (1992)

Post-Secondary
Education

Independent
Living

Community
Involvement

Personal/Social
Relationships

General Outcomes

Disability Differences

Gender Differences
Males were more likely
to be employed than
females across
disabilities (BDdifference near 20%)
Of those who attended:
M
F
LD 52%
58%
BD 42%
71%
MD 73%
68%

Community college
was most frequently
cited form of postsecondary education.
Less than 5%
attended a 4 year
institution
Most reported living Competitively employed Females with more
independently than
at home with parents LD- 77%
Males with BD
or relatives (2/3)
BD- 58%
MD- 62%
* Less than 10% overall
were employed in sheltered
workshops
No Post-secondary or
Most reported
involvement in leisure training
activities
LD- 54%
BD- 49%
MD- 70%
90% were single in
each disability area

Ethnic
Differences

Drop out
v.
Graduate

Other

Article
Wagner
(1995)

Adult Outcome
Areas
General Outcomes
Employment
Results are for 3-5
years post-graduation

Disability Differences

Gender Differences

Post-Secondary
Education
independent
Living

Results are for 3-5 years
post-graduation
Any disability- 56.8%
Youth in general 69.4%
BD- 47%

Community
Involvement

Results are for 3-5 years
post-graduation
Any disability- 26.7%
Youth in general- 68,3%
BD-25.6%

Personal/Social
Relationships

Graduates with BD Results are for 3-5 years
post-graduation
were most likely
spending 6 or more
days per week with Any disability- 37.4%
friends and were less Youth in general - 60.4%
likely to be married BD- 40.2%
or living with
opposite sex 3-5 years
later

Married
Male BD-14%
Male- Regular- 22%
Female BD- 27%
Female Regular- 38%
Females more likely to
be mothers
BD- 48%
Regular- 28%

Ethnic
Differences

Drop out
v.
Graduate

Other

Article
Wagner &
Blackorby
(1996)

Adult Outcome
Areas
Employment

General Outcomes

Disability Differences
3-5 years post-exit
BD
47.4%
Any Dis. 56.8%
No Dis.
69.4%

Post-Secondary
Education

3-5 years post-exit
BD
25.6%
Any Dis. 26.7%
No Dis.
68.3%

Independent
Living

3-5 years post-exit
BD
40.2%
Any Dis. 37.4%
No Dis.
60.4%

Community
Involvement
Personal/Social
Relationships

Drop out
v.
Ethnic
Differences
Gender Differences
Graduate
M- 64%
65%
White- 61%
F- 40%
Black- 47%
graduates
Hispanic- 50% working
47% drop
outs

Other

281

APPENDIX E
IN-SCHOOL AND POST-SCHOOL TRANSITION SERVICES

282

Article

[n-School Transition Services

Affleck et al.
(1990)

Access Adult Services
Vocational Rehabilitation
LD 3%
MMR21%
Job Corps
2% LD

Division of Developmental Disabilities
MMR 6%
Baeretal. (2003) Being a female was negatively correlated with having a job in high
school, vocational education and work study
Being a minority was positively correlated with participating in
informational interviews and resume writing
Having a learning disability was negatively correlated to having a job
in high school
Attending a rural school, graduates tended to have more in school
jobs, more job shadowing experiences, and training in technologies
Attending an urban school, graduates had fewer jobs and career
exploration, more regular education classes, informal interviews and
resume writing experience
Attending a suburban school, graduates had more vocational
education classes, less job shadowing, career exploration and resume
writing and interviews

Post- School Transition Other
Services

Article

[n-School Transition Services

Chambers et al.
(2009)

78% of students with disabilities felt that school prepared them for
adult life vs. 70% of non-disabled peers.

Post- School Transition Other
Services

81% of students with disabilities felt that school prepared them for
work vs. 63% of students with disabilities.
Colley & Jamison Respondents indicated that their special education (46%), vocational
education (25%, and integrated academics (20%) were important to
(1998)
their success. Transition Planning: 58% answered the question76%
indicated that it was helpful to their post school adjustment24% didn't
participate or did not find it helpfulOf those who responded it was
helpful86% received a high school diploma70% went to college or
day school alternatives % dropped out

Corbett et al.
(2002)

Frank & Sitlington
(1993

Of the eligible
individuals: 23% went
to Vocational
Rehabilitation for
services68% indicated
they had knowledge of
support services in
college46% reported
actual use of support
services in postsecondary

Higher rates of achievement in vocational education coursework was
correlated with lower drop out rates
Found a significant negative relationship between drop out status and
total amount of vocational education classes taken; the more
vocational education taken, the less likely students were to drop out
(generic, occupational specific and on the job training).
45%o worked with Job
Service of Iowa
Approximately 1/4
worked with Job
Training Partnership Act
24% utilized Vocational
Rehabilitation services
21%> worked in a
sheltered workshop

Article

In-School Transition Services

Post- School Transition Services

Frank & Sitlington Regular Vocational Education
(1997
48% of graduates were not involved in regular vocational
education classes (minimum of 1)
Increased participation in the following vocational education
areas
1985
1993
Trade and industry
8%
19%
Multi-occupations
0%
10%

Substantial decrease in use of the
workforce center 1985- 57%, 199346%
Increase found in use of high school
and community college personnel

Decrease seen in:
Business and Office

27%

14%

Specially Designed Instruction (Special Education)
Experiential Exploratories
18%
35%
Work Experience
31%
35 %
46% of Class of 1985 and 10% of Class of 1993 were not
involved in specially designed instruction
Frank etal. (1991) No significant differences in effect of in school specially designed Graduate:
vocational experiences and employment
Employed Unemployed
Job Service
No significant differences in students who worked during high
of Iowa
55%
58%
school and those with no work experience in high school and post Voc. Rehab. 18%
25%
high school employment
Job Training
Partnership Act 18%
21%
Unemployed:
Job Service
of Iowa
78%
57%
Voc. Rehab.
9%
17%
Job Training
Partnership Act 27%
43%

Other

Article

In-School Transition Services

Haring & Lovett Voc Rehab- served 22% at some time
(1990)
of those:
29% were not employed
10% involved at a day activity center
48% sheltered workshop
10%> competitively employed
3%> unpaid volunteer
Haring et al.
(1990)

Hoisch et al.
(1992)

20 graduates received work-study, 10
participated in work adjustment, 35 were paid
employees, 17 received job placement
assistance, only 1 received all four services
when in high school.
Karper et al.
Students of Steps-to-Success who participated
(2005)
in paid and unpaid work experience were more
likely to have higher post-secondary outcomes.
Karpinski et al. 40%> of graduates participated in vocational
(1992)
education, 41% of drop outs participated in
vocational education
Graduates took approximately 4 more
vocational classes
Graduates were more likely to work than drop
outs when in high school (90% v 59%)
No significant relationship between vocational
education courses and employment
At the 2nd interview, more participants who
had work experience in high school were
employed than those with no high school work
experience

Post- School Transition Services

Department of Voc. Rehab was most contacted service after high
school (only 3 from the sample)

Other

Article

In-School Transition Services

Post- School Transition Services

Other

Love & Malian
(1997)

70% of parents and students reported that they received no
assistance with post school services
Majority of parents reported their student could have benefited from
job training and placement services after high school, but did not
receive them.
Parents overall happy with post-school services even though 15%
were on waiting lists, 44% of them had been on a waiting list for
over 12 months.
Students who graduated received more services

Ramasamy, et al.
(2000)

Students with LD accessed social service agencies but failed to do so 25% of entire sample
for employment or training
indicated a that math was
the primary subject that
prepared them for
employment followed by
English and Science

Sample (1998)

Students who participated in work
experience in high school were
more likely to be employed after
high school.
Only 3 participants had interagency
collaboration indicated on their IEP
and ITP

Article

[n-School Transition Services

There were gender differences in the
Schwartz &
Taymans(1991) vocational programs selected. The 14
males participated in 10 programs,
where the 10 females participated in 4
gender stereotypical programs.

Post- School Transition Services

Other

No graduates received referrals to adult service providers. They 61% indicated that they were
not qualified for jobs in the
could not indicate services available to them.
area they were trained in.
No students received further vocational training after high
school.

Few reported participating in career
counseling or an elective
employability class
Scuccimarra &
Speece(1990)

84.6% felt prepared to enter the
workforce from school

72% had at least 1 job before leaving
high school; of those who had jobs,
80% of the employed were employed
during the summer, 50% of those
unemployed had a summer job.
Shapiro & Lentz 85-86 cohort reported at graduation to 10% received educational, vocational and psychological help
(1991)
not have skills they desired
Community agency professionals provided little help at 24 mo.
'86-87 cohort- 55'67% desired skills Follow-up
were not taught in high school. LD
group reported needing academic
skills the most, then job specific skills
6 mo. Post graduation- 40% reported
not to have desired skills
50% reporting wanting job specific
skills

85-'86 cohort reported at
graduation to not have skills
they desired
'86-'87 cohort- 55'67%
desired skills were not taught
in high school. LD group
reported needing academic
skills the most, then job
specific skills
6 mo. Post graduation- 40%
reported not to have desired
skills
50% reporting wanting job
specific skills

Article
Siegel et al.
(1992)

Sitlington &
Frank (1990)

In-School Transition Services

Post- School Transition Services
6 mo. Post-graduation
Follow-up and counseling were t he most frequently delivered
services, then pre-graduation contact, rehabilitative casework,
assistance with job search, on the job training, and assistance with
post-secondary education.
Reported that community agencies were involved, 57% helped to
find jobs

No significant difference for those
who participated in general
vocational education and/or specific
or specially designed vocational
education and employment.
Sitlington etal. Of those students who had some
Less than 10% reported they utilized school or community agencies
(1992)
form of training during high school- to help locate employment. Most common response was Job Service
students were employed at the
of Iowa
following rates post-high school
LD- 84% of students who received
general training in high school were
competitively employed, results
similar for specific and no training
BD- 85% received general training,
68% received specific training, 60%
received no training
MD- 79% received general training,
71% received specific training, 50%
received no training
No significance between specially
designed vocational training and
employment status, or between work
experience and employment status,
or between vocational training and
employment status

Other

Article

In-School Transition Services

Wagner (1995)

Post- School Transition Services

Other
Students who stayed in
school through high school
were less likely to be
involved in transition
planning
Never planning for mental
health care for BD student
after high school
Little mental health
counseling while in high
school

Blackorby &
Wagner (1996)

99% of students with disabilities in high school
for 4 years took some kind of vocational
education
34% took 4 or more classes
62% took 1 or more introduction courses with
little or no Follow-up
Vocational concentration was most common for
LD students (40%) and Speech Impaired (30%),
least were those with multiple handicaps (16%)
and vision impairments (19%)
More prevalent concentration on vocational
programs by males (40%) than females (23%).
and by more whites (38%) than blacks (16%).
Trade and industry was attended by more males
(81%) and Females participated in office
programs more often (62%)
92% took regular vocational classes, more than
1/3 combined vocational classes with work study
(majority were school based)
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APPENDIX F
SAMPLE LIFE-HISTORY INTERVIEW QUESTIONS

SAMPLE LIFE-HISTORY INTERVIEW QUESTIONS
Life Events- Childhood
1. Describe yourself as a child.
2. Pick a favorite memory of yourself as a child and tell me about it.
3. Describe yourself as a teenager:
4. Pick a favorite memory of yourself as a teenager and tell me about it.
School
5. Tell me what school was like for you.
6. What are your best memories about school?
7. What are your worst memories about school?
8. What things frustrated you about learning?
9. What did you like about school?
10. What were your dreams as a child and teen?
Personal/Social/Family
11. Describe your relationships with family
12. Describe your relationships with friends
13. What are some of the challenges you faced as a youth?
Life Events-Adulthood
14. Describe yourself as an adult
15. What are some of the challenges you have faced (employment, independent
living, social, legal)?
16. What are your current hopes, dreams, aspirations?
17. How are you going about reaching them?
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18. What if any fears to you have about your future?
19. What did/do you think when people question your dreams?
20. What things do you take pride in?
Community Involvement
21. What is the most trouble you have gotten into?
22. Have you had any volunteer experiences since you left school?
23. Who has shaped/influenced your life the most in positive ways?
24. Are there any individuals who shaped/influenced you life in negative ways?
25. What is the most important lesson that you have learned in life?
26. What experiences in life give you the greatest joys?
27. What make you feel alive?
28. What regrets do you have (if any) about:
Personal/Social/Family
29. Describe your relationship with family/friends
30. Tell me about the highest point in your life.
31. Tell me about the lowest point in your life
32. Have you experienced a turning point in your life?
33. What things about your life are you most proud of?
34. How satisfied are you with your life?
Andrew
1. What events led to your decision to drop out of school and pursue your G.E.D?
2. What is your definition of success?
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3. Have you achieve the level of success you hoped with your music?
4. What plans do you have for your future regarding your music?
5. How have you managed to find success amidst a difficult business?
6. How much support did you receive from family/friends/teachers when you told
them you wanted to be a musician?
7. How would you title your life story?
Tamlyn
1.

How have you managed given all the challenges you have had?

2.

What have you learned about yourself and your world during your struggles?

3. How do you make sense of your recent experiences with Mt. Union?
4. What is your definition of success?
5. How would you title your life story?

